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Abstract 
Mexicans represent more than half (65%) of the Latinos in the United States, and Latinos 
are the largest racial/ethnic minority group (U.S. Bureau, 2011a). Over the last decade, the 
number of Latino children has increased faster than those of other racial/ethnic groups, and 
nearly one quarter (22%) of children under the age of five are Latinos (U.S. Census Bureau, 
2006). Participation in Early Care and Education settings (ECEs) among immigrant children 
between the ages of three to five years old can greatly promote their cognitive, physical, and 
social development. Access to a good education is vital for the success of the children of 
immigrants and a good ECEs experience can form the foundation for later educational 
achievement (Suarez-Orozco & Suarez-Orozco, 2002). ECEs also play a crucial role in 
facilitating children’s integration into American society. More specifically, ECEs can confer 
social capital that helps to sustain the children of immigrants through their adaptation to a new 
socio-cultural environment (Brandon, 2004). Having a child in an ECE setting offers many 
rewards for parents, including the social integration and economic mobility (Brandon, 2004). 
This study uses a quantitative approach to analyze the utilization of ECEs among 
Mexican immigrant parents, looking at the patterns of utilization and how beliefs about ECEs 
influence use. These analyses include beliefs about the care children should receive in ECEs 
(e.g., about the role of ECEs in helping children learn English, or the extent to which ECEs 
should prepare the child for school). Analyses also explore beliefs about the desired 
characteristics of ECEs providers (i.e., cultural sensitivity, warmth and responsively to the child, 
parent-supportiveness, professionalism, and reliability). 
The findings of this study reveal that, although parents express the salience of structural 
barriers, parental beliefs relevant to ECEs utilization are the most important factors that lead this 
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particular group of mothers to utilize or not utilize formal ECEs.  Particularly, beliefs related to 
providers characteristics such as cultural sensitivity, and being warmth and responsively to the 
child. 
Understanding the constraints and beliefs influencing Mexican immigrant parents’ 
utilization of ECEs is a necessary first step toward creating better methods of informing them 
about the benefits of early care and education services (e.g., addressing issues of school 
readiness and language acquisition) and the different options available (e.g., child care centers 
and child care homes). Implications of the study include the need for increased facilitation of 
understanding among providers and families about parental expectations concerning ECEs in the 
U.S. and the actual existing practices. The study provides valuable information to program and 
policy developers that will enable them to empower immigrant parents to make their own 
decisions about the child care that best suits their family’s needs. This empowerment comes in 
the form of giving the parents educational information about different options of child care in the 
United States, as well as through providing information about the benefits of ECE for child 
development. Having clear knowledge about ECEs will allow parents to make better child care 
decisions. However, knowledge is not sufficient: a critical next step will be to provide resources 
and structural supports that Mexican immigrant families need to access formal ECEs (e.g., 
financial assistance, acceptable choices, and slots).  
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Chapter One: Introduction 
Social and economic factors encourage Latinos, including Mexicans, to migrate to the 
United States. These include seeking better opportunities, such as the hope of having a job and 
obtaining a better education for their children. Throughout their journey, Latino immigrants face 
unique challenges that vary depending on their ability to speak English, their education level, 
family composition, and socioeconomic and immigration status. In general, the process of 
assimilation is most successful when there is mutual accommodation and negotiation between 
immigrants and others in the new context (Suarez-Orozco & Suarez-Orozco, 2002). 
 According to recent statistics, Latinos are the largest racial/ethnic minority in the United 
States (U.S. Census Bureau, 2011a). The term Latino or Hispanic includes people who identify 
themselves as Cubans, Mexicans, Puerto Ricans, South or Central Americans, or other Spanish 
culture or origin regardless of race (U.S. Census Bureau, 2010). The term Latino is used for this 
study. Within this growing population, the number of Latino children has also increased faster 
than children from other racial/ethnic groups, such that today nearly one quarter (23%) of 
children under the age of eighteen are Latinos (NCLR, 2011). Overall, this population grew 6% 
over the past decade, and according to the most recent data, 17% of the children in the U.S. are 
Latinos ( U.S. Census Bureau, 2011a). In fact, by 2035 many expect that one in three children 
will be Latino (NCLR, 2011). 
The rapidly growing Latino youth population has increased the need for Early Care and 
Education Services (ECEs). As studies have emphasized, access to a good education is vital for 
the success of the children of immigrants (Suarez-Orozco & Suarez-Orozco, 2002). The 
utilization of high quality ECEs among immigrant children between three to five years old can 
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greatly promote their cognitive, physical, and social development, and facilitate school readiness 
(Brandon, 2004). In addition, ECEs can also play a crucial role in facilitating the integration of 
immigrant children into American society. Early care and education services are settings that can 
confer social capital that helps to sustain children through their adaptation to a new socio-cultural 
environment (Brandon, 2004).  
Early Care and Education Services 
For this study, the term “Early Care and Education Services” (ECEs) includes formal and 
informal (excluding maternal care) early care and education of children. Informal ECES include 
those child care services provided by relatives, friends, babysitters, or neighbors. Formal ECEs 
include child care centers and child care homes. Formal care has been associated with better 
cognitive outcomes for children, especially those from low income families (Loeb, Fuller, 
Kagan, & Carrol, 2004). Formal ECEs in particular can enable children of immigrants to enter 
elementary school with more advanced English skills than they might otherwise possess, making 
them more prepared to succeed, and can also connect their families to other social services and 
facilities available in the community (Matthews & Ewen, 2006).  
This study will analyze the utilization of Early Childhood and Education Services (ECEs) 
among Mexican immigrant parents. A thorough description of the patterns of ECEs utilization 
will be provided, then an examination of how parental beliefs about ECEs may influence the 
utilization of those services. The relation between the degree of contact that Mexican immigrant 
parents have with people who have experience or knowledge about ECEs in the U.S. and ECEs 
utilization will be explored. Last, this study will analyze a possible relation between the degree 
of contact that Mexican immigrant parents have with people who have experience or knowledge 
about ECEs in the U.S. and beliefs that Mexican immigrant parents have about ECEs.   
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Chapter Two: Literature Review 
The Use of Early Care and Education Services (ECES) among Mexican Immigrant 
Families in Central Illinois 
 
Selecting ECEs is a complex process that can be influenced by many external factors 
including social, economic, and cultural concerns (Fulmer, 1997; Wood & Bassou, 2008). At the 
most basic level, experts recommend that children be in safe, educational, and nurturing 
environments where they can learn and develop social skills (Clarke-Stewart & Allhusen, 2005; 
NACCRRA, 2008). Parents thus analyze the ECEs choices available to them using the 
knowledge and perceptions they have regarding the benefits and inconveniences of each option 
(Fulmer, 1997). Existing research emphasizes that parental utilization of ECEs is based on what 
parents believe is best for the child and on practical concerns such as cost and convenience (Kim 
& Fram, 2009; Peyton, Jacobs, O'Brien, & Roy, 2001). Other research indicates that cultural 
values and beliefs influence low income parents’ selection of ECEs (Fuller, Holloway, Rambaud, 
& Eggers-Pierola, 1996). Studies seeking to understand the utilization of ECEs also identify 
factors affecting parents’ preferences for different types of care (Kuhlthau & Mason, 1996; 
Leslie, Ettenson, & Cumsille, 2000).  
Literature demonstrated that mothers with high educational levels are more likely to have 
their children in formal ECES (Early & Burchinal, 2001; Fuller, Holloway, Rambaud, & Eggers-
Pierola, 1996). The reason for selecting more a formal setting might be related to the weight 
these mothers give to the development promoting characteristics of formal ECEs. In contrast, 
low-income, minority, and immigrant parents tend to rely on their relatives as child care 
providers, which is often attributed to cultural practices (Fuller, Holloway, Rambaud, & Eggers-
Pierola, 1996). In such cases, however, parents may also select relatives as child care providers 
due to the cost or unavailability of other ECEs options (Fuller et al., 1996; Meyers & Jordan, 
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2006). For reasons yet to be discovered, children from immigrant families are less likely than 
children of parents born in the United States to be enrolled in formal ECEs (Jacobson, 2006).  
Utilization of early care and education services. According to the National Association 
of Child Care Resource & Referral Agencies, forty nine percent of Latino children under five are 
in non-parental care (NACCRRA, 2008). In general, Latino immigrant families rely on informal 
care (i.e., spousal or relative care) more often than child care centers or family child care homes 
(Becerra & Chi, 1992; Crosnoe, 2007). Children of immigrant families have lower enrollment 
rates than children in U.S.-born citizen families (i.e., both parents were born in the U.S.). Within 
the former group, children in immigrant families from Central America, Mexico, Indochina, and 
the Pacific Islands have the lowest enrollment rates in formal ECEs (Matthews & Ewen, 2006). 
Researchers have suggested that if formal ECEs were available, affordable, and culturally 
relevant, more foreign-born Latino mothers would likely use them (Buriel & Hurtado-Ortiz, 
2000). Others have argued that Latinos are not averse to utilizing ECEs, but simply have limited 
access to affordable locations (Delgado, 2009).  
ECEs utilization provides benefits for child development, but it can also confer 
advantages to a child’s parents. One important benefit for immigrant parents is that ECEs can be 
used as an “acculturation bridge,” connecting the parents to the new culture (Brandon, 2004; 
Schnur, Koffler, Wimpenny, Giller, & Rafield, 1995). Utilization of ECEs among Mexican 
immigrant parents can also promote their social integration and economic mobility as a result of 
having the time to work and receive a salary (Brandon, 2004). 
Barriers to early care and education services utilization. Low enrollment of Latino 
children in formal  ECEs (child care centers and child care homes) may be due to barriers such as 
accessibility, income, and linguistic difficulties experienced by Latino immigrant parents in 
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accessing and utilizing them (Capizzano, Adams, & Ost, 2006; Delgado, 2009; Matthews & 
Ewen, 2006; NACCRRA, 2008). Immigrant parents also deal with other challenges arising from 
particular constraints they face, such as the limited availability of ECEs in some areas, the 
quality of the available care, transportation, and inflexible schedules due to non-traditional work 
hours (e.g., nights and weekends). There is also concern, particularly amongst Latino immigrant 
parents, about leaving their child in an ECEs setting that is not appropriate, due to language and 
cultural differences (Child Care Bureau, 2004; Delgado, 2009). 
Scholars have identified a number of constraints parents face, including the cost of ECEs, 
scheduling, and availability (Meyers & Jordan, 2006; Peyton, Jacobs, O'Brien, & Roy, 2001). 
Some scholars suggest, for instance, that the lack of a preferred ECEs arrangement limits 
parents’ decisions (Peyton, Jacobs, O'Brien, & Roy, 2001). In addition, income levels may 
significantly affect ECEs utilization. For instance, some studies suggest that higher income is 
correlated with higher utilization of child care centers and in-home care by a non-relative, 
whereas lower income is correlated with utilization of relative care and child-care homes 
(Meyers & Jordan, 2006; Peyton, Jacobs, O'Brien, & Roy, 2001; Rose & Elicker, 2008).  
Therefore, cost is a significant barrier that renders inaccessible formal ECEs to low-income 
families (Hofferth & Wissoker, 1992).  
On the whole, ECEs utilization also appears to be constrained by the number of adults 
living in the household. Studies suggest that the more adults living in the home, the lower the 
likelihood of using ECEs (Fuller, Holloway, Rambaud, & Eggers-Pierola, 1996). Likewise, the 
child’s age is associated with ECEs utilization. Parents may believe that early education and 
socialization with other children are less important for infants and toddlers (Kim & Fram, 2009). 
Thus, it is often argued that, in general (no matter the ethnicity), women prefer to leave their 
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children with their partners or kin members until they are three or four years of age (Fuller, 
Holloway, Rambaud, & Eggers-Pierola, 1996; Kuhlthau & Mason, 1996).   
The availability and location of various ECEs also may provide structural barriers to 
utilizing them. In urban areas, where the family has no car or just a single car, if the preferred 
ECEs is not located on the way to work or close to their transportation route parents may search 
for more convenient choices. The ECEs available to families living in rural communities may be 
practically nonexistent (Leach, 2009). Rural areas thus pose an even greater challenges when it 
comes to accessing ECEs, as smaller populations in these areas may result in fewer ECEs due to 
supply and demand issues, longer distances between home, ECEs locations, employment 
locations, and fewer skilled service providers (Colker & Dewees, 2000). Many Latino families 
live in rural communities and small towns, and thus face structural constraints like the lack of 
formal and regulated ECEs (Crowley, Lichter, & Qian, 2006; Durand, Massey, & Capoferro, 
2005). These barriers may encourage them to rely more on informal child care options such as 
friends and relatives (Atkinson, 1994, 1996; Katras, Zuiker, & Bauer, 2004).  
Early care and education services’ preferences. The type of ECEs parents prefer for 
their children may influence the type of ECEs they utilize. However, few studies have examined 
how the age of the child influences ECEs utilization. Preferences may also vary according to the 
access to information parents have about the different types of ECEs (Han, 2004; Leibowitz & 
Waite, 1996). Latino families in particular might be more likely to want children to stay home at 
earlier ages (Zucker, Howes, & Garza-Mourino, 2007). Working mothers use more informal 
ECEs for their children, including care provided by their partner, relatives, friends, and 
neighbors (Chyu, Pebley, & Lara-Cinisomo, 2005; Fuller, Holloway, Rambaud, & Eggers-
Pierola, 1996). In particular Latino families also use more informal ECEs (Capizzano, Adams, & 
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Ost, 2006; Chyu, Pebley, & Lara-Cinisomo, 2005; Crosnoe, 2007; Fuller, Holloway, Rambaud, 
& Eggers-Pierola, 1996). Children cared by a son or daughter under the age of eighteen is also 
considered informal ECEs, and some studies have documented the presence of this type of care 
particularly among children in immigrant families (Obeng, 2007; Ruiz-Casares & Heymann, 
2009).  
Parental Beliefs Relevant to ECEs Utilization 
Research suggests that parents might hold particular beliefs, perceptions, and values 
about the different ECEs options for their children, which can impact their selection. Examples 
include the importance of having a relationship of trust with the caregiver, and the importance of 
finding an arrangement that is culturally sensitive (Holloway & Fuller, 1999; Wood & Bassou, 
2008; Zinsser, 2001). However, previous studies have only begun to analyze these beliefs in 
relationship to other potential influences. 
Beliefs about child development and childrearing. Beliefs about child development 
and childrearing are often transmitted from one generation to the next or constructed within a 
cultural milieu, shaping childrearing practices. Patterns of utilization of ECEs among Latino 
immigrants may therefore be influenced by parental beliefs (also called “parental ethnotheories”) 
about childrearing and family practices among Latino immigrants (Harkness & Super, 1992, 
2006). While values, beliefs, and personal experiences may be an important influence on the 
utilization of ECEs among Latino immigrants, prior studies have only just begun to explore these 
in relationship to other potential influences (Buriel & Hurtado-Ortiz, 2000; Delgado, 2009).  
The Role of Networking on ECEs Utilization 
It is common for the parents, including immigrant parents, to find ECEs through informal 
networks, such as relatives, friends, co-workers, or neighbors (Atkinson, 1994; Chaudry et al., 
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2011; Small, 2009). These social networks play an important role in informing parents about 
child care providers and information related to ECEs (Gilbert, 1998). Some parents learn about 
ECEs exclusively from friends and family; otherwise, they would have never known about them 
(Chaudry et al., 2011). Particularly in the case of immigrant parents, social networks often 
provide practical and reliable decision-making shortcuts. This is because many social contacts 
have had experiences with ECEs in the U.S. and have already filtered the options according to 
parental ethno-theories, theories presumably shared with the new immigrants (Gilbert, 1998; 
Meyers & Jordan, 2006). Therefore, immigrant parents would be more likely to utilize child care 
providers similar to those used by their family and friends. This is often the case with Mexican 
immigrants, since they are newcomers that rely on family and community networks to learn 
about the services in the community and how to access them (Brandon, 2004; Raffaelli & Wiley, 
2012; Suarez-Orozco & Suarez-Orozco, 2002). 
Based on past research this study explores how Mexican immigrant parents make 
decisions about child care. This includes specifying utilization patterns and how Mexican 
immigrants obtain information about the child care system in the U.S. and the benefits that ECE 
has for their children and factors that influence their decisions. The main goal is to provide 
policy-relevant data that assists state agencies in improving the access of Latino families to high 
quality child care that is culturally-appropriate and acceptable and that facilitates their success in 
the U.S.   
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Chapter Three: Theoretical Framework 
Factors that influence ECEs utilization among Mexican immigrants are examined 
utilizing two theoretical perspectives: exchange theory and socio-cultural theory. Exchange 
theory provides a framework for understanding how Mexican immigrant parents balance the 
rewards and costs of ECEs. In addition, socio-cultural theory furthers an understanding of how 
ECEs utilization among Mexican immigrants is intertwined with beliefs about early care and 
education services, and provides a mechanism by which immigrants can gather information for 
making ECEs decisions. 
Applying Exchange Theory to Mexican Parental Decisions about ECEs Utilization 
Exchange theory can help to explain how individuals make decisions, following the 
rational path of maximizing rewards and minimizing costs, seeking the perfect balance to obtain 
desirable outcomes (Kieren, Henton, & Marotz-Banden, 1979; Sabatelli & Shehan, 1993).  
Exchange entails giving in return for something received. Rewards are defined as the 
gratifications, pleasures, and satisfactions that a person can enjoy from an exchange. In contrast, 
costs are feelings, relationships, or status resulting from exchanges that are viewed unfavorably 
(Thibaut & Kelley, 1959). Since life consists of social exchanges, individuals constantly evaluate 
the positive and negative factors involved in decisions they make, whether consciously or 
unconsciously (Smith, Hamon, Ingoldsby, & Miller, 2008). There are three interrelated 
assumptions of this theory that are used to analyze Mexican immigrants’ utilization of early care 
and education services. First, individuals are constrained by their choices. Second, social 
relationships are characterized by interdependence and reciprocity. It means that every person 
involved in a social relationship expects (consciously or unconsciously) some kind of reward in 
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order to stay there. Third, humans are rational beings. Consequently, most of the time, humans 
evaluate the rewards and costs of choices before making decisions.  
Exchange theory assumes that logic is part of the process of ECEs selection. Thus, it 
expects that most of the time parents consider the alternatives before acting and choosing the 
outcome that carries the lowest cost. Exchange theorists accept the fact that the way rewards and 
costs are evaluated varies from person to person, and across time (Nye, 1978; Sabatelli & 
Shehan, 1993; Smith, Hamon, Ingoldsby, & Miller, 2008). Parents utilize those ECEs that fulfill 
their expectations. They weigh the strengths and weaknesses of the different alternatives, giving 
more weight to those factors that are more important to them. As with any other consumer 
choice, parents’ selection of child care is often determined by balancing the factors contributing 
to quality ECEs and the monetary cost of the options available (Leach, 2009).  
The Social Construction of Mexican Parent’s Cultural Beliefs and Child Care Practices  
Socio-cultural theory explains human development within a cultural and social context 
(Gredler & Shields, 2008; Miller, 2002; Vygotsky, 1994).  Proponents suggest that human 
development is intertwined with the social, cultural, historical, and physical environment, and 
thus the environment can facilitate or restrict human development (Miller, 2002; Rogoff, 2003). 
A socio-cultural approach assumes that individuals actively construct knowledge in negotiation 
with others. They actively participate in their culture by making sense of it, and embracing the 
different available tools that the culture offers (Blanck, 1990; Shaffer, 2009). This theoretical 
framework is useful for understanding how child care practices are intertwined with cultural 
beliefs about childrearing, and how these beliefs may be modified as immigrants learn and 
interact in their new setting. While socio-cultural theory has been used to explain human 
development (and child development in particular) within a cultural and often educational 
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context, it is not typically used to explain how adult immigrants can appropriate a new set of 
tools. In this case, tools can refer to practices and supports (i.e., benefits and subsidies) available 
to them and their family. Socio-cultural theory can provide a useful framework for examining 
how adult immigrants acquire specific tools needed to adapt and thrive in a new culture; 
specifically, adult immigrants who need to select child care for their children. 
There are three socio-cultural constructs that are central for this analysis: culture, 
scaffolding, and the zone of proximal development (Gredler & Shields, 2008; Miller, 2002; 
Rogoff, 2003; Vygotsky, 1997). These concepts can be used to understand how immigrant 
parents learn about child care in their new culture, taking into consideration their existing 
knowledge and their understanding of child care practices from their home culture.  
Culture. Vygotsky sees culture as the most important context for a child’s development 
(Rogoff, 2003). Culture can be defined as a set of “shared beliefs, values, knowledge, skills, 
structured relationships, ways of doing things, socialization practices, and symbol systems” 
(Miller, 2002, p. 374). The Vygotskian perspective on cultural context may help to explain how 
immigrants learn the skills and opportunities available in their new country. For example, when 
Mexicans immigrate to the U.S., they bring skills and tools that were useful in their home 
cultural context, including their native language, beliefs and values, and education and parenting 
practices. Upon arriving in the United States, they encounter cultural rules and practices, some 
unfamiliar, requiring them to re-acquire skills and tools needed to navigate in the new context—a 
context which often consists of beliefs and values that may be different from their native ones 
(Berry, 1980). As a result, Mexican immigrants must manage the interface of two cultures: they 
must decide which aspects of the new culture to embrace and which to disregard. Where there 
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are salient differences, immigrants must make choices between the culturally distinct child-
rearing practices of the U.S. and their native culture (Monzo, 2006).  
Scaffolding. Scaffolding is the process by which a more knowledgeable adult (e.g., a 
teacher or parent) assists a child or a novice to solve a problem or complete a task (Daniels, 
2007).  During scaffolding, the more knowledgeable individual takes on the role of an expert and 
acts as a facilitator for a specific activity (Kermani & Brenner, 2000; Rogoff, 1990). Scaffolding 
has been studied primarily in school settings (Clay & Cazden, 1990); as such, research on 
scaffolding tends to describe adult-child dyads. As adults are the more knowledgeable 
individuals, it is their role to guide or instruct the less knowledgeable child (Clay & Cazden, 
1990; Kermani & Brenner, 2000; Tudge, 1990). For this reason, researchers use the term 
“expert” for the adult and the term “novice” for the child.  
For the purposes of this study, scaffolding occurs within an adult-adult dyad where an 
adult with more knowledge in a particular cultural context will assist a less familiar adult, in 
order to help build on their previous knowledge and to aid them to internalize new information. 
Scaffolding is a temporary process because once the new knowledge or skills are acquired, the 
partners become more equal and scaffolding is no longer needed in that particular domain. One 
of the challenges of applying socio-cultural theory to an adult-adult dyad is to recognize that 
Mexican immigrant parents are knowledgeable adults who arrived to this country with a set of 
tools that may or may not be optimal in this culture. Taking their considerable experience into 
consideration, the term “novice” is inappropriate to describe them. Therefore, the term “foreign-
experienced person” will be used in this paper instead of the term “novice,” and “U.S.-
experienced person” will replace the term “expert.” Such terminology recognizes that both adults 
in the dyad are knowledgeable “experts” in their own culture.  
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In this framework, the U.S.-experienced person, a person with experience of the child 
care system in the United States, can act as a guide or facilitator to the foreign-experienced 
person in the process of selecting child care (Rogoff, 1990; Rogoff, Paradise, Mejia Arauz, 
Correa-Chavez, & Angelillo, 2003). The U.S.-experienced person—which can include providers, 
agency-staff, or other parents in the community who have used child care resources—may act as 
a bridge between Mexican immigrants (the foreign-experienced person) and the child care 
system. Parents are ultimately seen as the experts about their children’s needs, though they may 
require advice regarding available resources for their care and education. An expanded 
understanding of the child care system in the U.S., and especially the benefits of formal care, 
would allow parents to include factors specific to the U.S. child care system in their decision-
making process. 
Zone of proximal development. The Zone of Proximal Development (ZPD) is defined 
as the gap between the child’s actual and potential development (Kermani & Brenner, 2000; 
Miller, 2002; Tudge, 1990). This zone is defined by the skills and abilities that are in the process 
of developing, and is the area where the child can be led by interactions with a more competent 
partner (Tudge, 1992). The more competent partner facilitates the construction of new 
understandings by elaborating on the prior knowledge of the child. Through this zone, the role of 
the adult or expert is to guide the child through the learning process within a particular cultural 
context (Miller, 2002; Tudge, 1990; Tudge, Hogan, Snezhkova, Kulakova, & Etz, 2000). In this 
way, the child is actively participating in the learning process, rather than being a passive 
recipient. In the zone of proximal development, language, becomes a crucial tool that facilitates 
interaction within the dyad (Miller, 2002).  
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While most researchers have examined the ZPD in children, Briggs (2010) developed a 
workshop to support adult students working on their thesis proposals. Expanding on the 
traditional zone of proximal development, in which a child can do more with the assistance of a 
more capable other, Briggs suggests that (adult) college students could be assisted by their 
professors and peers while doing their thesis. Briggs theorizes the ZPD as a space where college 
students could be successful with the help of others, while learning how to reproduce the same 
results on their own later on. Evaluation of the workshop led to the conclusion that working in 
the ZPD gave students confidence to work by themselves, increased the quality of their theses, 
and improved competition rates (Briggs, 2010). This study is an example of how the ZPD 
concept can be used with adults in formal learning environments. 
The concept of the ZPD may also be valuable when applied beyond formal instruction 
and with Mexican immigrant parents. A U.S.-experienced person, working in the ZPD of a 
Mexican immigrant parent, could act as a guide, building on the latter’s existing knowledge and 
practice from their home culture, demonstrating tools needed to navigate the sociocultural 
systems of U.S. These tools could include valuable information needed to make decisions about 
child care, such as information on U.S. child care options, the impact of child care on children’s 
development, and child care assistance programs. Through this interaction, the foreign-
experienced-person may appropriate a new set of tools for understanding and evaluating the U.S. 
child care system.  
The Study 
This study analyzes the utilization of ECEs among Mexican immigrant parents. 
Primarily, it seeks to examine the patterns of utilization of ECEs and potential influences on 
these patterns — beliefs relevant to ECEs utilization and the degree of contact Mexican 
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immigrant parents have with persons knowledgeable about ECEs in the U.S. The study also takes 
into account demographics and availability of ECEs, some of which may be perceived as barriers 
(Figure 1).   
 
 
 
  
 
 
 
 
 
 
 
 
 
 
Figure 1. Formal ECEs utilization model 
 
Based on the theoretical framework and literature review of early care and education services 
utilization, this study is guided by the following questions:  
1. What are Mexican immigrant parents’ (a) patterns of actual and preferred utilization of early 
care and education services (ECEs), both formal and informal, (b) beliefs relevant to ECEs 
utilization, and (c) degree of contact with persons with experience or knowledge about ECEs 
in the United States? The current study will increase knowledge about Mexican immigrants in 
nonmetropolitan communities by examining their actual and preferred utilization of ECEs, 
beliefs they have regarding ECEs, and the amount and type contact they have (if any) with 
people experienced with or knowledgeable about ECEs in the U.S. Within this set of 
Formal 
ECEs  
utilization 
ECEs Beliefs 
Contact 
Demographics 
Availability 
RQ 2 
RQ 2 
RQ 2 
RQ 2 
RQ 3 
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questions, demographic barriers such as language, costs, transportation, and the availably of 
child care are analyzed. 
2. How are Mexican immigrant parents’ utilization of ECEs (actual and preferred), related to 
(a) their beliefs relevant to ECEs utilization, and (b) their degree of contact with persons with 
experience or knowledge about ECEs in the United States, controlling for demographic 
characteristics and for the availability of ECEs (slots, cost, and subsidies). The main 
contribution of this study will be to systematically analyze the relationships (1) between ECEs 
utilization and different beliefs regarding ECEs in several domains (e.g., cognitive 
development, social development, culture sensitivity), and (2) the relationship between ECEs 
utilization and the amount and type of contact between Mexican immigrant parents and 
persons with experience or knowledge about ECEs in the United States. Findings will increase 
the knowledge of the factors that are promoting or impeding Mexican immigrant parent’s 
utilization of formal ECEs.  
3. What is the relationship between Mexican immigrant parents’ beliefs relevant to ECEs 
utilization and their degree of contact with persons with experience or knowledge about ECEs 
in the United States? This study will provide information about how having contact with 
people with experience or knowledge about ECEs in the United States may affect Mexican 
immigrant parents’ beliefs about ECEs. 
Addressing these questions will help to show how Mexican immigrant parents perceive 
and utilize ECEs, including the factors that are important for them, and how they look for 
information about these services. This information will be valuable for informing ECEs 
providers and policy makers about the particular needs of this group. This will provide the 
foundation for the development of more culturally appropriate programs and outreach materials 
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for this group, thereby potentially attracting more Mexican immigrant parents and children to 
formal ECEs.  
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Chapter Four: Methods 
Data Collection  
A questionnaire was administered concerning Mexican immigrant parents’ 
demographics, utilization of ECEs, beliefs relevant to ECEs, degree of contact with people with 
experience or knowledge about ECEs in the U.S., and availability of ECEs. Research was 
conducted in Central Illinois, in two counties served by the Child Care Resource Service at the 
University of Illinois. These two counties were selected because of the percentage of Latinos 
living there. Volunteers were recruited in a variety of settings, and data was collected from 100 
Mexican immigrant mothers who had at least one child between the ages of three to five, through 
a questionnaire administered in interview format. 
All study procedures were approved by the University of Illinois Institutional Review 
Board. The recruitment materials and the questionnaire were available in both English and 
Spanish for the convenience of the participants. Participants were recruited through a variety of 
approaches, including participant referrals and announcements at community and service events. 
Participants were individually interviewed at their homes. Voluntary participation was ensured 
beginning with reading the informed consent form out loud and addressing any questions or 
concerns. Participants did not receive any payment for the interview. A unique ID number was 
assigned to each participant to identify their interview form; names were not associated with the 
completed interviews, and thus participants remained anonymous.  
Participants  
The sample for this study consisted of 100 Mexican immigrant mothers with children 
between three and five years old. The mothers were an average age of 31.6 years, with a range 
from 21 to 43 years of age. A third of the participants (29%) are from the north of Mexico, with 
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two thirds (71%) hailing from the south. The Mexican immigrant mothers in the sample all 
arrived to the United States within 10 years prior the study, with 76% of them arriving between 
2000 and 2008. On average, the participants had completed nine years of formal education 
(Table 1).  
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Table 1   
 Participants' Characteristics 
    % M (SD) 
Age of the mother  31.66 (5.59) 
Years living in the U.S. 
 
10.36 (3.69) 
Number of children per family 2.23 (0.94) 
Children's age           5.75 (2.81) 
Children's gender 
  
 
Male 50.5 
 
 
Female 49.5   
Marital Status   
 
Single 6  
 
Committed Relationship 37  
 
Married 54  
 
Separated 3  
Education 
  
 
Elementary school 29  
 
Middle School 43  
 
High School 23.7  
 
Associate's/Bachelor's Degree 4.4  
Employment situation 
 
 
 
Work full time 40.8  
 
Work part time  12.3  
 
Not working (outside the home) 46.9  
Family's financial situation 
 
 
 
Not enough for basics, struggling each month 19  
 
Meeting only basic needs 36  
 
Financially adequate, but little savings 38  
 
In good financial condition 7  
Family's average monthly income 
 
 
 
Less than $1250 40  
 
$1,250 - $2,500 41  
 
$2,500 - $3,750 15  
 
More than $3,750 4  
Latino residents in the neighborhood 
 
 
 
Few or some Latino residents 59  
  Mostly/ All Latino residents 41   
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Measures 
A questionnaire was developed that included demographic variables and information 
regarding their community (e.g., the number of relatives living close by, car ownership, type of 
neighborhood), ECEs utilization (actual and preferred), beliefs relevant to ECEs, and degree of 
contact with people with experience or knowledge about ECEs in the U.S. (See Appendix). 
Demographic variables and those regarding participants’ communities were base on the protocol 
used in the Latino Needs Assessment Project (Raffaelli & Wiley, 2012). 
Language. English proficiency among the participants was measured with a scale used 
with Latino populations in the U.S. (Hakimzadeh & Cohn, 2007). One of the questions asked of 
the participants was, “Would you say you can carry on a conversation in English, both 
understanding and speaking?” Most of the participants (83%) selected “not at all-just a little” 
while only 17% answered “pretty/very well.” Their ability to carry on a conversation in English, 
both speaking and understanding is illustrated below (Table 2).  
Table 2   
Language Proficiency 
    % 
Can you carry on a conversation in English, 
both understanding and speaking? 
 
 
Not at all 22.0 
 
Just a little 61.0 
 
Pretty well 12.0 
  Very well  5.0 
 
Mexican immigrant parents’ utilization of ECEs (actual and preferred). This 
original measure, developed for this study, includes a child care utilization time diary. 
Participants select their child closest to five years old to respond to questions about the number 
of hours the child was in each type of care (e.g., provided by mother, spouse/partner, child’s 
brother/sister, adult relative, friend/neighbor/babysitter, child care center, and child care home), 
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cost, schedule, and forms of payment. This time diary includes those who care for the child the 
whole day (24 hours) from Monday to Sunday, 168 hours per week. There is also a set of 
questions regarding the barriers to utilizing formal ECEs, desired type of ECEs, and how much 
parents can afford to pay for ECEs. The questionnaire includes one open question that gives us 
qualitative information about the participants’ child care preferences and how they feel about 
each ECEs they used. The question was: are you satisfied with the type of child care 
arrangements you have?  The questionnaire also includes an open question about the cost and 
rewards of each type of care (child care centers, child care homes, relatives, 
friend/neighbor/babysitter).  
Beliefs relevant to ECEs. This study identifies the beliefs and values relevant to ECEs 
among Mexican immigrant parents. A new scale was designed to measure those beliefs and 
illustrate the importance given by Mexican immigrants to each of them. This measure included 
twenty-eight items, divided in two domains: beliefs about child development and childrearing, 
and desirable provider characteristics (See Appendix B).   
Beliefs about child development and childrearing. This set of twelve questions includes 
items assessing the importance parents give to child development and childrearing. The core 
question is: “How important is it that the care your child receives from others….” The response 
indicates the level of importance of each of the items on a scale ranged from 1 = insignificant to 
5 = very important. High score indicates that participants consider that “the belief” is very 
important. Twelve items were factor analyzed. Factor analysis showed that three components had 
an Eigenvalue higher than one, and together explained 68.20% of the variance. These three 
factors differentiate beliefs relevant to social skills, teamwork skills, and cognitive development. 
This whole measure has a Cronbach’s alpha of 0.82, which indicates good internal consistency.  
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According to the results, three subscales were computed: social skills scale, teamwork 
skills scale, and cognitive development scale. First, the social skills scale was computed by 
averaging five items related to skills parents want the provider teach to their child, such as, teach 
the child English, how to communicate in public, to respect adults, good manners, and to be 
organized and clean. This scale has a Cronbach’s alpha of 0.92, which indicated an excellent 
internal consistency. Second, the teamwork skills scale was calculated by averaging three items 
referring skills that parents would like the provider teach to their child: help the child to make 
friends, to work and play with other children, and to share toys with others. This scale has a 
Cronbach’s alpha of .704, which indicates an acceptable internal consistency. Last, the cognitive 
development scale was computed by averaging two items. These items are preparing the child 
for school, and teach the child basics like shapes and colors. This scale has a Cronbach’s alpha of 
0.622. Two of the items were not included in the final subscales because they did not load on any 
of the three factors (Table 3). 
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Table 3    
    Factor Loadings for Exploratory Analysis with Varimax Rotation of  Beliefs about Child Development and Childrearing 
How important is that the care your child receives from 
others: 
Component coefficients Rotated component coefficients 
Communality 1 2 3 1 2 3 
Teach the child English .691 -.467 .224 .795 -.103 .321 .746 
Teach the child how to communicate in public .754 -.058 -.155 .666 .384 .073 .596 
Teach the child good manners .874 -.389 -.085 .942 .156 .105 .923 
Teach the child to respect adults .852 -.392 -.159 .936 .168 .029 .905 
Teach the child to be organized and clean .851 -.307 -.184 .890 .244 .023 .852 
Help the child to make friends .454 .396 -.256 .178 .629 -.018 .428 
Encourage the child to work and play with other children .497 .713 -.158 .020 .870 .152 .780 
Encourage the child to share toys with others .521 .698 -.241 .059 .898 .079 .817 
Prepare the child for school .378 .107 .783 .138 .007 .865 .768 
Teach the child basics like shapes and colors .336 .270 .676 .026 .152 .787 .643 
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Desirable provider characteristics. The second domain includes sixteen questions 
considering the importance that participants give to provider characteristics. The core question 
is: “How important is it to have my child cared for a provider who….” The response indicates 
the level of importance of each of the items on a scale from 1 = insignificant to 5 = very 
important. High score indicates that participants consider that “the provider characteristic” is 
very important. Sixteen items were factor analyzed. Factor analysis showed that four components 
that had an Eigenvalue higher than one explained 59.20% of the variance. These four factors 
differentiate desirable provider characteristics related to culture sensitivity, warmth and respect, 
parent supportive, and professionalism. This whole measure has a Cronbach’s alpha of 0.772, 
which indicates acceptable internal consistency. 
Subsequently, four subscales were computed: cultural sensitivity scale, warmth and 
respect scale, parent supportive scale, and professionalism scale. First, the cultural sensitivity 
scale was calculated by averaging five items related to desirable characteristics in a provider 
(e.g., a provider who is Latino, speak Spanish, understand my culture). This scale has a 
Cronbach’s alpha of .828. Second, the warmth and respect scale was calculated by averaging 
four items. Those items are: having a provider who is responsive and sensitive to my child’s 
needs, shows affection to my child, makes my child feel comfortable, and make me (the parent) 
feel comfortable. This scale has a Cronbach’s alpha of .790. Third, the parent supportive scale 
was developed by averaging 2 items: have a provider who is friendly to me and give parents 
advice about how to caring for our children. This scale has a Cronbach’s alpha of .485. Last, the 
professionalism scale was calculated by averaging three items: having a provider who keeps my 
child safe, is a trustworthy person, and is trained to take care of my child. This scale has a 
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Cronbach’s alpha of .557. Two of the items were not included in the final subscales because they 
did not load on any of the three factors (Table 4).
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Table 4     
     Factor Loadings for Exploratory Analysis with Varimax Rotation of  Desirable Providers Characteristics 
How important is that the care your child 
receives from others: 
Component coefficients   Rotated component coefficients   
Communality 1 2 3 4 1 2 3 4 
Is Latino .479 -.541 .027 .127 .722 -.061 -.033 .115 .539 
Speak Spanish .600 -.433 .228 .162 .741 .024 .203 .185 .625 
Encourages my child to speak Spanish .713 -.394 .077 -.006 .781 .218 .084 .074 .669 
Understands my culture .716 -.421 .034 -.157 .800 .264 .040 -.071 .716 
Is aware of my traditions .666 -.438 -.136 -.173 .765 .268 -.135 -.088 .683 
Is responsive and sensitive to my child's needs .669 .313 -.198 -.308 .222 .792 -.019 -.047 .679 
Shows affection to my child .654 .459 -.163 -.125 .108 .803 .045 .151 .681 
Makes my child feel comfortable .689 .529 -.157 -.271 .084 .914 .072 .036 .848 
Make me feel comfortable .490 .426 -.195 .187 .015 .577 -.021 .401 .495 
Is friendly to me .446 .208 -.238 .556 .138 .302 -.125 .694 .607 
Give parents advice  .414 -.077 -.059 .508 .335 .076 -.022 .566 .438 
Keeps my child safe .251 .267 .645 -.150 .027 .220 .720 -.071 .573 
Is a trustworthy person -.035 .053 .679 -.055 -.013 -.143 .661 -.099 .468 
Is trained to take care of my child .346 .281 .716 .169 .087 .168 .801 .250 .739 
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 Degree of contact with people with experience or knowledge about ECEs in the U.S. 
This original measure includes seven questions developed to explore connections that Mexican 
immigrants have with people who have experience with or knowledge about ECEs in the United 
States, and the type of information they gather from them. A sample item is: “How many people 
(with knowledge about child care) do you know with whom you can talk about ECEs in the 
U.S.?” Participants responded to this set of questions by giving the number of people they talk to 
about child care, describing those persons (e.g., mother, sister, social worker, or doctor), the type 
of information they ask for, frequency of contact, and language of communication. At the end we 
ask an open question regarding ECE topics that participants would like to learn.  
ECEs availability. An availability ratio, slots by child population, was calculated using 
data from the U.S. Census Bureau and the Early Childhood database, specifically from the 
Illinois Early Childhood Asset Map (IECAM) Data Collection. First, children population data by 
age was gathered from the U.S. Census Bureau geography data base (U.S. Census Bureau, 
2011b). Data from the seven zip codes where the participants lived was obtained. Notably, the 
Census data base have ZCTA data instead of USPS zip code data, since zip codes change from 
time to time and are defined as the most convenient route for delivery. ZCTA are statistical 
measures created by the U.S. Census Bureau to solve the problems encountered while defining 
the area covered by each zip code. This measure is more accurate and allows users to compare 
longitudinal data. Then, in order to compute the availability ratio, children population by ZCTA-
zip code was gathered from U.S. Census Bureau geography data base, as well as the number of 
slots available for children three to five per zip code from the Illinois Early Childhood Asset 
Map (IECAM) Data Collection.  
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Analysis 
Data were entered and analyzed in the Statistical Package for the Social Sciences (SPSS). 
First, the data was cleaned (e.g., frequencies, crosstabs, means, standard deviations), looking for 
outliers and missing data. Next, the reliability of existing and newly-developed scales was tested. 
For existing measures (e.g., English proficiency measure) I determined their reliability to assure 
correct interpretation of the measure for the particular sample. For new measures (e.g., beliefs 
relevant to ECEs utilization) I conducted a reliability and exploratory factor analysis to identify 
possible clusters of related variables.  
Descriptive analysis was conducted for all demographic variables (e.g., ethnicity, age of 
the participant, time living in Illinois, number of children, age of the children, and education), 
and statistical analyses were conducted to answer each research question. Research questions are 
considered in the chapters that follow.  
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Chapter Five: Results  
Research Question 1: Description of Actual and Preferred Patterns Utilization of Early 
Care and Education Services (ECEs), both Formal and Informal 
 
Actual utilization of formal ECEs. More than half of the participants (69%) were 
utilizing formal ECEs. Sixty five percent have their children enrolled in a child care center. The 
average time using child care centers per week in the full sample is nearly 20 hours per week. 
The average amount of care among the participants who use child care centers is 30.27 hours per 
week. Only few of the participants utilize child care homes. The average time using child care 
homes per week in the full sample is 2.5 hours per week, but among the participants who have 
their children enrolled in a child care home, the average is nearly 28 hour per week. 
Actual utilization of informal ECEs. A fifth of the participants (20%) stay at home 
taking care of their children. They cared for their own children all of the time. One tenth of the 
children (11%) are cared for by relatives and friends, neighbors or babysitters. The average time 
per week children are cared for relatives among the full sample is nearly 4 hours. Within only 
those using relatives as providers, the average amount of care by week is 36 hours. The average 
time using friends, neighbors or baby sitters per week among the full sample is 1 hour per week, 
but among the participants who have their children care by a friends, neighbors or baby sitters, 
the average is about 16 hour per week. The data shows that participants with five-year-old 
children were utilizing more child care centers than those with younger children. The latter 
tended to use child care homes for four-year-old children. Informal ECEs are less utilized, and in 
some cases not utilized even with children at age five (Table 5).   
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Table 5      
Descriptive Statistics for total hours per week (168) of child care by:  
 
Full sample Children age 3  Children age 4 Children age 5 
 
N=100 N=27  N=31 N=42 
  M (SD) M (SD) M (SD) M (SD) 
Mother  140.23 (18.75) 142.15 (24.87) 141.39 (19.51) 138.14 (13.06) 
Formal ECEs 
    
Child Care Center 19.98 (16.27) 16.07 (18.07) 12.19 (13.54) 28.24 (13.13) 
Child Care Home 2.51 (8.90) .00 (0.00) 6.87 (14.73) 0.90 (3.35) 
Informal ECEs 
    
Relatives 3.97 (13.74) 8.29 (20.22) 5.84 (15.09) 0.00 (0.00) 
Friend/Neighbor/Baby Sitter 1.14 (4.97) 0.89 (3.39) 1.77 (6.40) 0.83 (4.67) 
 
Preferred ECEs utilization. Participants were asked to indicate on a likert scale for each 
type of ECEs whether they would prefer to use that type: 1 not at all, 2 less, 3 the same or 4 
more. A yes/no question asked about satisfaction with current arrangements. A follow-up open-
ended question asked mothers’ to explain their satisfaction answer. Most of the mothers (80%) 
described being satisfied with their child care arrangements. In general, participants preferred to 
have their younger children in more family-like arrangements (informal ECEs) and their older 
children in the more formal ECEs. Almost half (45%) of the participants that are not utilizing 
formal ECES, however most of them expressed that they would like to do so. 
Child Care Center (CCC). Most of the participants, utilizing child care centers, are 
satisfied with the amount of time their children spend there. Mothers shared why they like to 
have their child in a CCC: “My child learns many things, including English, and also do a lot of 
activities”; “My child is learning new things and do exercises”; “I like that my child is learning 
and the teacher communicates very well with him, they treat him well.” Nearly a third (31%) of 
the mothers would like their children spend more time at the CCC. These are the mothers who 
have their children in programs where the child goes for 3 hours per day; most of these children 
are 3 to 4 years old. Among all mothers that do not have their child at a CCC, 88% of them 
responded that they would like to have their children at a CCC.  
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Child Care Home (CCH). More than half of the participants utilizing child care homes 
were satisfied with the amount of time their children spend there. However, 27% of them would 
prefer that their child spend less time at the CCH, and 9% of them do not like to have their child 
at the CCH. Some of the mothers shared how they feel about utilizing CCHs: “I am happy now, 
but the CCH I used before was bad, they treated my child bad”; “I would like to find a CCH just 
for Latinos, because I want my child to learn Spanish first and then English.” In general, 
participants do not perceive CCHs to be formal ECEs; they compare this type of care with that 
provided by a friend or a neighbor. Regarding this issue, one of the participants who has the 
child in a CCH expressed: “I would like to take my child to a place where he can learn.”  
 Informal ECEs. Mexican immigrant mothers feel that children are more secure at home, 
and they also feel that they are sharing their culture with their children.  One of the participants 
said: “I take care of my child very well, and she is secure with me.” Seven children received care 
from the participant’s partner. Among these, four of the mothers were happy with the amount of 
time their partner provided care for the child, two of them would like the partner to spend more 
time providing care for the child, and one reported wishing the partner would provide less care 
for the child. Only three mothers have an adult relative caring for their child, and one of these 
mothers is not happy with that type of care.  
 Five of the mothers have their child care provided by a friend/neighbor/baby sitter. Three 
of the mothers like the amount of time their child is cared for by a friend/neighbor/baby sitter, 
while two of them did not. Three of the mothers have a son/daughter less than eighteen years of 
age taking care of their younger child. Two of the mothers are happy with the time their child is 
cared for by his or her older brother or sister, but one of them does not like this situation.   
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 Barriers to early care and education services utilization. Even if parents prefer some 
types of ECEs over others, there are multiple barriers that might impact their utilization, 
including structural barriers like ECEs availability, cost, language, and transportation. All 
participants responded to these set of questions about the barriers they face to access ECEs. 
ECEs availability. The availability and location of various ECEs may also provide 
structural barriers to utilizing them. Data in Table 6 illustrates the availability of sites and slots 
per zip code. A ratio was calculated to analyze the availability of ECEs in the different areas in 
which participants lived. This ratio was calculated, dividing the number of slots available by 
children population (on age to use those slots). Participants in the study were from seven 
different counties. One of the counties had a 1.89 ratio, while another one only have a 0.16 ratio. 
Table 6   
   2010 ECEs availability  
Zip 
Code 
Participants 
% 
Number 
of sites 
Slots 
Available 
# children 
3-5 
Ratio            
slots/children 
A 19 42 317 691 0.46 
B 19 46 1016 538 1.89 
C 21 107 651 1130 0.58 
D 8 22 116 741 0.16 
E 4 35 316 555 0.57 
F 4 31 407 582 0.70 
G 25 10 109 192 0.57 
 
Cost. When asked about the barriers to utilizing formal ECEs, 74% selected cost as a 
primary barrier to using a child care center with 71% reporting cost as an obstacle to using a 
child care home. It is clear that cost is a barrier to using formal ECEs, since only 7% of the 
participants reported financial security. Furthermore, more than half of the participants (55%) 
reported being in a difficult financial situation, not having enough for basics or only meeting 
basic needs. Table 7 illustrates how cost is one of the highest barriers to utilizing formal ECEs. 
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Language. A third of the participants selected language as a barrier to using a child care 
center (28%) or a child care home (31%). Most (83%) reported “not at all” or “just a little” 
ability to carry on a conversation in English, both understanding and speaking. In national 
surveys that use the same questions to report English proficiency among foreign-born Mexicans, 
only 71% answer “not at all - Just a little” (Hakimzadeh & Cohn, 2007).  
Transportation. Only 23% of the participants selected transportation as a barrier to using 
a child care center or a child care home. 82% have a car or access to one: only 18% of the 
mothers do not.  
Table 7    
Descriptive Statistics for barriers* to formal ECEs utilization 
 
Child care center Child care home 
  M (SD) M (SD) 
Cost 3.13 (1.19) 3.01 (1.25) 
Transportation 1.67 (1.08) 1.69 (1.11) 
Language 1.79 (.967) 1.83 (1.01) 
* Answer choices from 1 ="Not at all"  to  4 = "A lot" 
   Parental Beliefs Relevant to ECEs Utilization 
Beliefs about child development and childrearing. Participants reported the importance 
they give to some child development and childrearing beliefs.  These beliefs were grouped into 
three main categories: social skills, teamwork skills and cognitive development (Table 8).  
Social skills. Participants agreed that it is important for the child to learn English, and to 
communicate in public. Social skills related to discipline, such as, teaching the child to follow 
rules, to respect adults, to be organized and clean, and to have good manners were important for 
all mothers in the sample. One of the mothers shared that it is important for her child to learn 
good behavior: “they should teach the child to behave.” The vast majority of them (99%) agree 
that discipline should be learned at school.  
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Some participants expressed that it is not important for the young children to speak 
English. They want their children to speak Spanish first, just in case they go back to Mexico. 
One of the mothers had a four-year-old girl who is at home, because she does not have a place in 
a Spanish “pre-k” class, although she had a place in an English-speaking class. The mother 
preferred to wait for one more year to have her child in the Spanish group, and meanwhile, is 
taking care of her child at home. 
Teamwork skills. Participants agreed about the importance of encouraging the child to 
share toys, and to work and play with other children. Helping the child to make friends was 
important for most of the participants. Mexican immigrant mothers talked about the importance 
of encourage their children to work and share with other children.  
Cognitive development. In the area of cognitive development, participants gave more 
importance to preparing the child for school, and instructing the child in basics like shapes and 
colors. It was important for them that their children be prepared before entering elementary 
school; this finding agrees with past literature (NACCRRA, 2008). One of the participants 
shared: “I like the place my child goes. They prepare him in advance for school.”  Another 
mother recognized that “The child is learning many things. He learns English and he also does 
many activities.”  
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Table 8     
 Percent Endorsement to Beliefs about Child Development and Childrearing 
How important is that the care my child receives 
from others: 
% 
Very 
Important Important Neither 
Somewhat 
Insignificant Insignificant 
Social skills           
Teach the child English 85 13 1 0 1 
Teach the child how to communicate in public 84 15 0 1 0 
Teach the child good manners 90 9 0 0 1 
Teach the child to respect adults 91 8 0 0 1 
Teach the child to be organize and clean 86 13 0 0 1 
Teamwork skills 
Help the child to make friends 60 35 2 2 1 
Encourage the child to work and play with other 
children 
78 22 0 0 0 
Encourage the child to share toys with others 77 23 0 0 0 
Cognitive Development 
Prepare the child for school 89 11 0 0 0 
Teach the child basics like shapes and colors 84 16 0 0 0 
 
Asking the participants what else they thought the child should learn at ECEs, they said: 
“children should learn to be independent, to be outgoing, to talk properly, and to control his or 
her temper.” The issue of teaching the child about personal security arose in several of the later 
interviews, during which time a child molester was detected around one of the study locations. 
Therefore, participants were more concerned than usual about their child’s security.  
Desirable provider characteristics. This section describes the most important provider 
characteristics that this group of Mexican immigrant mothers looks for when selecting a child 
care setting. These characteristics were grouped into four main categories: culture sensitivity, 
warmth and respect, parent supportive, and professionalism (Table 9). 
Cultural sensitivity. For 38% of the participants having a Latino provider for their 
children was important. Half of them (53%) responded that it was important to have a provider 
who speaks Spanish. Two thirds of the participants (73%) agreed that it was important that the 
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provider encourage their child to speak Spanish. Most of the participants (87%) expressed that it 
is important to have a provider who understand their culture and a provider who is aware of their 
traditions. 
Warmth and respect. It was important for all the participants to have a provider who is 
responsive and sensitive to the child’s needs, and also a provider that makes the child feel 
comfortable. For this particular group, it is also important to have a provider that shows affection 
to the child. Most of the participants also agreed that they look for a provider who makes them 
feel comfortable. 
Parent supportive. Participants look for providers that are friendly to them (95%), and 
give them advice about how to care for their children (92%). These are important characteristics 
that immigrant take into account when balancing cost and rewards of the different ECESs 
options. 
Professionalism. Professionalism is a broad concept that in this case includes safety, 
trustworthiness, and training. All the participants looked for a provider who is trustworthy, and 
who was going to keep their child safe. They recognized that an ECE provider should have 
special training to care for the child. Some of the participants also added that it is very important 
that their children do not experience psychological abuse.  
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Table 9     
 Percent Endorsement to Desirable Provider’s Characteristics 
How important is to have my child care by a 
provider who 
% 
Very 
Important Important Neither 
Somewhat 
Insignificant Insignificant 
Culture Sensitivity 
Is Latino 18 20 34 4 24 
Speak Spanish 30 23 26 6 15 
Encourage my child to speak Spanish 36 37 15 4 8 
Understands my culture 53 34 5 6 2 
Is aware of my traditions 49 38 6 3 4 
Warm and Respect 
Is responsive and sensitive to my child's needs 91 9 0 0 0 
Shows affection to my child 89 9 2 0 0 
Makes my child feel comfortable 92 8 0 0 0 
Make me feel comfortable 83 16 1 0 0 
Parent Supportive 
Is friendly to me 72 23 4 0 1 
Give parents advice  66 26 3 2 3 
Professionalism 
Keeps my child safe 98 2 0 0 0 
Is a trustworthy person 97 2 1 0 0 
Is trained to take care of my child 95 4 1 0 0 
 
Preliminary descriptive analyses for beliefs about child development and childrearing as 
well as desirable provider characteristics indicated little variation. This may be attributed to the 
homogeneity of the participants, all from Mexico with similar background and demographic 
characteristics. Given this high agreement, data will be presented to show the percentage of 
endorsement. 
Degree of Contact with Persons with Experience or Knowledge about ECEs in the United 
States 
 
Participants responded questions about the degree of contact they have with 
knowledgeable people about ECEs in the U.S. Only few participants (4%) responded they do not 
know someone with whom they can talk about ECEs. Half of the participants (49%) know at 
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least one person, a third (34%) know two persons, 10% know three persons, and only 2%  know 
more than three people with whom they can talk about ECEs in the United States. Most of them 
talk about ECEs with a friend whose child is currently or was formerly receiving ECEs, a person 
who works for an agency, or their older children’s teacher (Table 10).  
Table 10   
Percent Endorsement to the Person with whom parents talk about ECEs 
in the United States 
  % 
A friend with a child currently or formerly receiving ECEs 38.0 
A person who works for an agency 26.1 
A teacher of my older children 13.0 
My mother 8.7 
A relative 8.7 
A friend that knows someone who has a child in an ECEs  3.3 
A social worker at my older children’s school 1.1 
A psychologist of my older children’s school 1.1 
Almost all of the participants (98%) talk to knowledgeable persons about ECEs in the 
U.S. in Spanish. Most of the participants talked to them once or several times a year, 16% one to 
three times a month, and 2% about once a week or more often (Table 11).   
Table 11 
 Percent Endorsement to the Level of contact that Latino 
immigrant parents have with persons with experience or 
knowledge about ECEs in the U.S. 
Frequency % 
Once or several times a year 81.5 
One to three times a month 16.3 
About once a week or more often 2.2 
 
The most common types of ECEs information requested by the participants were the 
different types of ECEs, locations, and schedules (Table 12). They also asked for prices, 
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subsidies, the importance of ECEs for child development, and how ECEs prepare children for 
school. However, participants said that they would like to know other types of information like 
the educational level of the different ECEs (such as rankings), availability of transportation 
services, security at school, how the teachers care for the children at school, routines and classes, 
admissions details (including how to fill out applications), and a guide explaining how to look 
for child care.  
Table 12   
Information about ECEs requested by the participants 
  % 
Locations 78.3 
Types of child care 77.2 
Schedules 53.3 
The importance of ECEs for child development 31.5 
How ECEs prepare children for school 25.0 
Prices 23.9 
Subsidies 16.3 
 
Participants were also asked if they would like more information about ECEs in the 
United States. Most of them (91%) responded that they would like to have more information, 
with only nine percent saying they would not like to. They all talked about the need for 
information in their own language (Spanish). When asked from whom they would like to have 
the information, the number one option was “from a social worker” (e.g., someone that works at 
WIC, Francis Nelson Health Center, Head Start, CCRS, community center, schools, or local 
health centers,). The most frequently mentioned second option was someone who works at an 
ECEs or school. In third place were friends with experience in child care and people from their 
churches.  
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The type of information that the participants—Mexican immigrant mothers—would like 
to learn was varied. They reported wanting to know general information about ECEs (schedules, 
locations, time line for applications, and age for entering the different ECEs), how ECEs work in 
this country, what teachers expect from their children and from them as parents, how children 
learn and how mothers can help them to learn, and how to apply for child care and subsidies. 
They would also like to learn how to educate their children at home, child development stages, 
learning stages, and how to discipline their children. Moreover, one of the participants said that 
she would like to learn why Americans and Latinos are segregated at school. 
Research Question 2: Relationships among Mexican Immigrant Parents’ Utilization of 
ECEs, their Beliefs Relevant to ECEs Utilization, and their Degree of Contact with Persons 
with Experience or Knowledge about ECEs in the U.S. 
 
Relationships between utilization of formal ECEs and respondent characteristics 
and structural barriers. The results of correlations among demographic variables and the study 
outcome variable—conducted to determine which should be included in the model—are shown 
in Table 13. A dichotomous variable was created for the use of formal ECEs (1 = Using formal 
ECEs, and 0 = Not using formal ECEs). Demographic variables such as family’s average 
monthly income, and number of children were significantly correlated to the outcome variable. 
There were also some significant inter-correlations among the demographic variables. 
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Table 13      
     Relationships between Utilization of formal ECEs, Respondent’s Characteristics and Structural Barriers 
  1 2 3 4 5 6 7 8 9 
Use Formal ECEs .074 .361
**
 -.059 .158 .129 .247
*
 .152 -.034 -.002 
1. Number of children -- .219
*
 .113 -.175 -.075 .070 .054 -.060 .019 
2. Children’s age 
 
-- .000 .051 -.011 .158 -.035 -.013 -.077 
3. Language proficiency 
  
-- .213
*
 .208
*
 .212
*
 .310
**
 .138 .168 
4. Years of school completed 
   
-- .111 .350
**
 .081 -.123 -.087 
5. Employment situation 
    
-- .347
**
 -.004 -.062 -.142 
6. Family average monthly income 
     
-- .188 -.269
**
 -.255
*
 
7. Number of adult relatives living 
nearby       
-- .051 .191 
8. Number of sites by zip code 
       
-- .543
**
 
9. Capacity by zip code                 -- 
*. Correlation is significant at the 0.05 level (2-tailed). 
**. Correlation is significant at the 0.01 level (2-tailed). 
Relationships between utilization of formal ECEs and beliefs about child 
development and childrearing. Correlations among the belief predictor variables and the 
utilization of formal ECEs are shown in Table 14. Even though predictor variables were salient 
for most of the participants, those were not significantly correlated to the use of formal ECEs. 
Relationships between utilization of formal ECEs and desirable provider’s 
characteristics. Correlations among provider characteristics variables and the study outcome 
variables are shown in Table 15. Cultural sensitivity variables (e.g., a provider that speaks 
Spanish, a provider who encourages my child to speak Spanish, and a provider who understands 
my culture) were significantly negatively correlated with the use of formal ECEs. Parent 
supportive predictor variables (e.g., having a provider that is friendly to me and gives parents 
advice) were significantly negatively correlated to the use of formal ECEs. Provider 
characteristics such as “warmth and respect” and “professionalism” were not significantly 
correlated with the use of formal ECEs. 
 
 
43 
Table 14      
  
   
 Relationships between Utilization of formal ECEs, and Beliefs about Child Development and Childrearing (How important is that the care my child 
receive from others:) 
  1 2 3 4 5 6 7 8 9 10 
Use Formal ECEs -0.075 0.162 -0.001 0.013 -0.054 -0.035 -0.095 -0.161 -0.167 -0.057 
Social skills 
  
        1. Teach the child English -- .509
**
 .708
**
 .688
**
 .605
**
 0.068 0.081 0.028 .466
**
 0.149 
2. Teach the child how to communicate in public  -- .621
**
 .593
**
 .599
**
 .367
**
 .373
**
 .306
**
 .212
*
 0.127 
3. Teach the child good manners   -- .935
**
 .883
**
 0.189 0.157 .247
*
 0.17 0.165 
4. Teach the child to respect adults    -- .864
**
 .264
**
 0.171 .212
*
 0.113 0.119 
5. Teach the child to be organize and clean     -- .341
**
 .599
**
 .201
*
 0.133 0.122 
Teamwork skills     
  
 
   
6. Help the child to make friends      -- .372
**
 .448
**
 0.071 0.156 
7. Encourage the child to work and play with 
other children 
      
-- .800
**
 .199
*
 0.163 
8. Encourage the child to share toys with others        -- 0.112 0.15 
Cognitive Development           
9. Prepare the child for school         -- .457
**
 
10. Teach the child basics like shapes and colors                   -- 
*. Correlation is significant at the 0.05 level (2-tailed). 
**. Correlation is significant at the 0.01 level (2-tailed). 
 
 
44 
Table 15     
  
  
     Relationships between Utilization of formal ECEs, and Desirable Provider’s Characteristics (Importance of having my child care by a provider who:) 
  1 2 3 4 5 6 7 8 9 10 11 12 13 
Use Formal ECEs -0.183 -.291
**
 -.376
**
 -.197
*
 -0.181 -0.059 -0.002 -0.038 -.227
*
 -.231
*
 -0.096 -0.111 -0.067 
Culture Sensitivity 
          1. Is Latino -- .603
**
 .409
**
 .392
**
 .367
**
 0.186 0.083 0.035 0.181 0.187 0.004 0.005 -0.02 
2. Speak Spanish  -- .605
**
 .406
**
 .344
**
 0.159 .208
*
 0.182 .262
**
 .226
*
 0.101 0.117 .207
*
 
3. Encourage my child to speak 
Spanish  
 
-- .601
**
 .561
**
 .268
**
 .274
**
 .286
**
 .210
*
 .273
**
 0.108 -0.086 .226
*
 
4. Understands my culture 
 
  -- .858
**
 .319
**
 .265
**
 .247
*
 0.088 .248
*
 0.12 -0.035 0.182 
5. Is aware of my traditions 
 
   -- .364
**
 .240
*
 .262
**
 0.105 .223
*
 0.036 -0.084 0.018 
Warm and Respect 
   
          
6. Is responsive and sensitive to 
my child's needs   
   
-- .610
**
 .680
**
 .206
*
 .256
*
 .205
*
 -0.052 0.058 
7. Shows affection to my child 
  
    -- .750
**
 .291
**
 0.158 0.135 -0.055 .205
*
 
8. Makes my child feel 
comfortable   
     
-- .293
**
 0.124 .221
*
 -0.049 .203
*
 
Parent Supportive 
  
           
9. Is friendly to me         -- .336
**
 0.033 -0.089 0.05 
10. Give parents advice  
         
-- .000 -0.047 0.163 
Professionalism           
11. Keeps my child safe 
  
        -- .272
**
 .486
**
 
12. Is a trustworthy person 
  
         -- .263
**
 
13. Is trained to take care of my 
child 
    
                    
-- 
*. Correlation is significant at the 0.05 level (2-tailed). 
**. Correlation is significant at the 0.01 level (2-tailed). 
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Relationships between utilization of formal ECEs, and the composite scores of the 
beliefs about child development and childrearing and composed scores of the desirable 
provider’s characteristics. Correlations among the utilization of formal ECEs, and the 
composed scores of beliefs about child development and childrearing and desirable provider 
characteristics are shown in Table 16. Culture sensitivity and parent supportive scores were 
negative significantly correlated to the use of formal ECES. Correlations among composite 
scores and demographic variables were also analyzed. Two negatively significant correlations 
emerged.  Family average monthly income was negatively associated with the provider 
characteristic of cultural sensitivity and the number of ECEs-knowledgeable people was 
correlated with the parent-supportive provider characteristic. 
Table 16     
  
 
Relationships among Utilization of formal ECEs, Composed Scores for Beliefs about Child 
Development and Childrearing, and Composed Scores for Desirable Provider’s Characteristics 
  1 2 3 4 5 6 7 
Use Formal ECEs .005 -.103 -.126 -.320
**
 -.078 -.279
**
 -.119 
1.Social skills -- .306
**
 .238
*
 .142 .172 .223
*
 .117 
2. Teamwork skills  -- .196 .118 .279
**
 .276
**
 .058 
3. Cognitive development   -- .010 .478
**
 .150 .304
**
 
4. Culture sensitivity    -- .303
**
 .324
**
 .108 
5. Warmth and respect     -- .352
**
 .135 
6. Parent Supportive      -- .045 
7. Professionalism             -- 
*. Correlation is significant at the 0.05 level (2-tailed). 
**. Correlation is significant at the 0.01 level (2-tailed). 
Relationships between utilization of formal ECEs and the degree of contact with 
persons with experience or knowledge about ECEs. Correlations among ECEs utilization and 
the degree of contact with persons knowledgeable about ECEs in the U.S. are shown in Table 17. 
The only variable correlated with the use of formal ECEs is the one for the number of people 
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with whom the participants talk about child care in the U.S. This variable is positively correlated 
with the use of formal ECEs. 
Table 17   
 Relationships between Utilization of formal ECEs and the degree of contact with persons with 
experience or knowledge about ECEs 
  1 2 3 
1. Use formal ECEs -- .211
*
 -0.152 
2. Number of people you can talk to about ECEs 
in the U.S. 
 
-- 0.097 
3. Times you talk to these people about ECEs  
 
  -- 
*. Correlation is significant at the 0.05 level (2-tailed). 
 
**. Correlation is significant at the 0.01 level (2-tailed). 
 
 
Research Question 3: Relationships among Degree of Contact with Persons with 
Experience or Knowledge about ECEs in the United States and Mexican immigrant 
Parents’ Beliefs Relevant to ECEs Utilization (composite scores) 
 
Table 18 depicts correlations among composed scores of the beliefs relevant to ECEs 
utilization (beliefs about child development and childrearing, and desirable provider 
characteristics), and the degree of contact with persons knowledgeable about ECEs in the U.S. 
Only the scale related to parent supportive characteristics were negatively significantly 
correlated to the number of people known with whom the participant can talk about ECEs in the 
U.S. The fewer people knowledgeable about ECEs in the U.S. they know, the higher the score 
participants give to those characteristics. Participant who knew fewer people with knowledge 
about ECEs in the U.S. gave more importance to beliefs about child development and 
childrearing, and desirable provider characteristics. There were no significant correlations 
associated to the frequency of contact with people knowledgeable about ECEs in the U.S. 
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Table 18     
  
 
Relationships among the Degree of Contact with Knowledgeable People about ECEs in the U.S. and the Composed 
Scores for Beliefs relevant to formal ECEs utilization 
  1 2 3 4 5 6 7 
Number of people you know with whom 
you can talk about ECEs in the U.S. 
-.133 -.193 .021 -.140 -.187 -.319
**
 -.067 
Times in a year you talk to knowledgeable 
people about ECEs in the U.S. 
-.097 .105 .055 -.112 .065 -.020 -.117 
1.Social skills -- .306
**
 .238
*
 .142 .172 .223
*
 .117 
2. Teamwork skills  -- .196 .118 .279
**
 .276
**
 .058 
3. Cognitive development   -- .010 .478
**
 .150 .304
**
 
4. Culture sensitivity    -- .303
**
 .324
**
 .108 
5. Warmth and respect     -- .352
**
 .135 
6. Parent Supportive      -- .045 
7. Professionalism             -- 
*. Correlation is significant at the 0.05 level (2-tailed). 
**. Correlation is significant at the 0.01 level (2-tailed). 
 
Predicting Utilization of formal ECEs 
As in other studies looking at child care uses and preferences a logit model was applied to 
estimate the likelihood of selecting a specific type of child care (Buriel & Hurtado-Ortiz, 2000; 
Fuller, Holloway, & Liang, 1996; Lehrer, 1983; Shlay, Weinraub, Harmon, & Tran, 2004). 
Logistic regressions were conducted to evaluate whether or not variables in the formal ECEs 
utilization model (e.g., ECEs beliefs and degree of contact with persons knowledgeable about 
ECEs in the U.S) significantly predict the utilization of formal ECEs (Table 19).  
Predicting utilization of formal ECEs. A binary logistic model is used to predict the 
utilization of formal ECEs, which is a dichotomous variable (taking a 1 or 0 value), and 
independent variables are either dichotomous or normal/scale. The predicted probability p(Y=1) 
is calculated by:  
Logit (p) = log [p /(1- p)] 
log [p /(1- p)] =β0 + β1 * X1 + β2 * X2 + … + βn * Xn 
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where “p/(1- p)” is the odds ratio, and “log [p/(1- p)]” is the log odds ratio or logit. Expressed in 
terms of the variables used in the model, the logistic regression equation to predict formal ECEs 
utilization is: 
log [p /(1- p)] = 3.048 + 1.624*Children’s Age - .016*Family average monthly income + 
1.244*Social skills - 1.301*Teamwork skills - 3.029*Cognitive development - 
1.767*Culture sensitivity + 5.540*Warmth and respect – 2.397*Parent supportive - 
.098*Professionalism + .534*People known with knowledge about ECEs in the U.S. + 
.550*Availability ratio 
All variables in the equation significantly predicted whether or not a child is enrolled in 
formal ECEs, Chi-square =48.781, df = 10, N = 67, p < .000. The intercept (constant) measures 
the change in p for a unit change in Xs. Thus, the intercept is the value of the log odds for 
utilizing formal ECEs if the value of all Xs equals zero. Table 19 presents the odds ratios (β) of 
utilizing formal ECEs. In this model, most of the predictors associated to desirable provider 
characteristics are significant. Moreover, only one of the predictors associated to beliefs about 
child development and childrearing, social skills score, was significant. Results indicate that the 
odds of utilizing ECEs increase as the child ages, as well as, they increase when participants give 
a high value to beliefs related to social skills and provider characteristics in the category of 
warmth and respect. However, there are other predictors that decrease the odds of utilizing 
formal ECEs. These predictors are associated with provider characteristics in the category of 
culture sensitivity, and parent supportive. The more value the participants give to these 
predictors the less they utilize formal ECEs.  
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Table 19    
Binary Logistic Model - Predicting Utilization of formal ECES 
  β (SE) Wald P-value 
Children's Age 1.624 (.451) 12.948 .000 
Family average monthly income -.016 (.188) 0.007 .931 
Social skills 1.244 (.624) 3.976 .046 
Teamwork skills -1.301 (.893) 2.124 .145 
Cognitive development -3.029 (1.662) 3.321 .068 
Culture sensitivity -1.767 (.604) 8.549 .003 
Warmth and respect 5.540 (2.076) 7.119 .008 
Parent supportive -2.397 (1.057) 5.145 .023 
Professionalism -.098 (3.600) 0.001 .978 
People known with knowledge about ECES .534 (.380) 1.972 .160 
Availability ratio .550 (.596) 0.853 .356 
Constant 3.048 (16.189) .035 .851 
Chi-Square 48.789 11 .000 
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Chapter Six: Discussion 
The current study explores the ECEs utilization patterns among Mexican immigrants 
living in Central Illinois. It used the proposed model to examine both the perceived costs and 
benefits of ECEs choices, as these are embedded in cultural contexts and constrained by 
structural elements of the surrounding environment. It lays the foundation for further 
examination of the social relationships and messaging strategies that may facilitate Mexican 
immigrant parents’ utilization of formal ECEs. The discussion will first address descriptive 
findings related to Mexican immigrant parents’ patterns of actual and preferred utilization of 
ECEs, beliefs relevant to ECEs utilization, and the degree of contact with persons with 
experience or knowledge about ECEs in the United States. Second, the discussion will turn to 
findings about how Mexican immigrant parents’ utilization of ECEs is related to their beliefs 
relevant to ECEs utilization and their degree of contact with persons with experience or 
knowledge about ECEs in the United States. Finally, we consider findings related to the 
relationship between Mexican immigrant parents’ beliefs relevant to ECEs utilization and their 
degree of contact with persons with experience or knowledge about ECEs in the United States. 
Description of Actual and Preferred Utilization Patterns of Early Care and Education 
Services (ECEs), both Formal and Informal.  
 
Past research on child care utilization among low-income, minority and immigrant 
parents showed that immigrant parents (Mexican immigrant parents included) rely on their 
relatives as child care providers (Fuller, Holloway, Rambaud, & Eggers-Pierola, 1996; Jacobson, 
2006; Matthews & Ewen, 2006; Meyers & Jordan, 2006). Contrary to past research, this study 
found that 69% of the participants are utilizing formal ECEs, with only 11% utilizing informal 
ECEs. However, this general pattern does not tell the whole story. While most of the participants 
recognize the benefits of formal ECEs, some still utilize informal ECEs, or take care of their 
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young children (4 years old or younger) by themselves. Ultimately, participants would like to 
have their younger children in the more family-like arrangements (informal ECEs) and their 
older in formal ECEs, mostly CCCs. This finding agrees with past literature, supporting the 
notion that, across ethnicity, many women prefer to leave their children with their parents or kin 
members until the age of three to four years (Fuller, Holloway, Rambaud, & Eggers-Pierola, 
1996; Kuhlthau & Mason, 1996). However, this is simply not feasible for many of these women. 
Child Care Center (CCC). Findings from this study indicate that almost two thirds of 
the participants utilized child care centers. Most of them are satisfied with the amount of time 
their children spend at the CCC. The Mexican immigrant parents interviewed expressed that it is 
important for their children to participate in activities that prepare them for school while 
promoting their cognitive and social development. This may be the reason why the use of CCCs 
among this group increases as children age. Moreover, out of the participants that do not have 
their children enrolled in a CCC, 88% of them responded that they would like to have their 
children in a CCC. Even participants that enroll their children part time expressed that it would 
be better if their children could be at the CCC for more time. A possible reason is that having a 
child more time at the CCC would allow them to have more time to work on and learn English 
(Raffaelli & Wiley, 2012). Later, barriers to use will be discussed. 
Child Care Home (CCH). Participant responses to the use of CCHs were mixed; some 
were satisfied with the amount of time their children spend there, some were not. When 
participants, in general, consider the cost and rewards of each type of care, they list one cost of 
using CCHs as being that the children are not learning, or are only watching TV and playing. 
These are similar to the costs they list for informal care. In general, participants do not perceive 
CCHs to be formal ECEs. As in the case of CCCs, out of the participants that are not using 
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CCHs, most of them responded that they would like to be. At first glance, this finding seems at 
odds with those discussed so far. However, the tension may reveal some important constraints 
that these Mexican immigrant mothers face. In general, CCHs have more flexible hours. 
Therefore, CCC and CCH care can be combined to meet the needs of those working nonstandard 
hours. Participants expressed a desire for complementary modes of care because many of these 
parents need to have their children cared for by someone, for both economic and social reasons. 
Informal ECEs. Informal ECEs (e.g., child care by a relative, friend, babysitters), is only 
used by one tenth of the participants. Contrary to other studies among low income, minority and 
immigrant parents (Fuller, Holloway, Rambaud, & Eggers-Pierola, 1996; Jacobson, 2006; 
Matthews & Ewen, 2006; Meyers & Jordan, 2006), only a few participants utilized relatives as 
child care providers. A general explanation for why immigrants may be less likely to use relative 
care than native born people is that immigrants are often separated from their families, and do 
not have this option (Buriel & Hurtado-Ortiz, 2000; Zucker et al., 2006). This is also the case for 
the participants in this sample who have few relatives living nearby — 1.78 on average. A 
possible explanation for this finding could be that this study is unique; it focuses only on 
Mexican immigrants living in new destinations with low density of other immigrants. In other 
words, their social networks do not include multiple generations; these are young families mostly 
on their own without extended family. Very few participants have relatives who are able to 
provide care for their children, since most of their few relatives are also working. Among the 
parents using relatives, most use such care primarily for their young children; no five-year-old 
children in this sample were cared for by relatives. Perhaps younger children are more cared for 
by relatives due to cultural beliefs. Another reason could be that the availability of slots for 
young children is rare, or that parents do not qualify for child care subsidies.  
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“Children cared for by a son/daughter under 18” was included as informal ECEs since 
some studies have documented the presence of this type of care particularly among children in 
immigrant families (Obeng, 2007; Ruiz-Casares & Heymann, 2009). However, we observed that 
it was an uncommon practice for this particular group. 
Barriers to ECEs utilization.  There are a number of practical concerns are likely to be 
salient influences upon ECEs utilization (Meyers & Jordan, 2006; Peyton, Jacobs, O'Brien, & 
Roy, 2001). In this case, the cost of formal ECEs cannot be overlooked, since it is the most 
salient finding. More than seventy percent of the participants selected cost as a barrier to using 
formal ECEs. This is a consequence of their poor financial state; only 7% characterized their 
family as having good financial conditions. A third of the participants selected language as a 
barrier to utilizing formal ECEs. This percentage is lower than might be expected considering the 
low English proficiency levels reported by this particular group of Mexican immigrant mothers. 
Less than one fifth of the participants reported speaking English pretty well or very well. 
This is lower than the levels of other groups of foreign-born Mexicans in the U.S. (Hakimzadeh 
& Cohn, 2007; Raffaelli & Wiley, 2012). Perhaps they did not expect to find Spanish speakers 
providers; they do expect to have to cope with the challenges of language barriers, since they are 
coming to a place with lower Latino population. Thus, they might expect to cope with these 
challenges in everyday life, including while using ECEs. Immigrants, living in rural 
communities, have fewer opportunities to take ESL classes due to their work schedules and 
availability (Raffaelli & Wiley, 2012). There are additional barriers that stop them from utilizing 
formal ECEs, such as a lack of public transportation and the unavailability of formal ECEs slots. 
Participants that selected transportation as a barrier lived in rural communities where there public 
transportation is limited. Transportation and other services are not as accessible as in urban 
 
 
54 
areas; therefore, participants living in rural communities have to own a car or rely on their 
relatives and friends to be able to commute to their places of work and to have access to other 
services such as ECEs. In addition, the availability of formal ECEs slots varies remarkably 
according to the zip code where the participants lived. The availability ratio, shows that four of 
the seven areas where participants lived have a ratio close to 0.5, one of the areas have a ratio 
close to 2, and one has a ratio of 0.16. Indeed, it is less availability in areas where the population 
density is lower. A reason for the lack of formal ECEs slots could be that generally there are 
fewer resources in rural areas, making these communities less attractive for child care providers. 
In recent years, Mexican immigrants have migrated to new destination communities, mainly 
rural destinations. Unfortunately, many of these receiving communities have lacked sufficient 
information, infrastructure, and resources to facilitate their adaptation (Durand, Massey, & 
Capoferro, 2005; Marrow, 2005). 
Parental Beliefs Relevant to ECEs Utilization 
One innovative aspect of this study is the consideration of parental beliefs relevant to 
ECEs utilization. Parental beliefs involve beliefs about child development and childrearing, as 
well as desirable provider characteristics. In past characterizations, Mexican immigrant mothers 
have expressed that ECEs promote cognitive, physical, and social development for their children 
(Clarke-Stewart & Allhusen, 2005; NACCRRA, 2008). This study extends such extant research 
by documenting that cultural beliefs and values about child development and childrearing appear 
to influence parents’ perceptions about different ECE options as demonstrated among Mexican 
immigrants living in Central Illinois.  
Beliefs about child development and childrearing. Beliefs about child development 
and childrearing were divided in three main areas: social skills, teamwork skills, and cognitive 
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development. Most of the participants recognize as important that the care a child receives 
prepare the child for school, and teach the child basics such as shapes and colors. In general, 
participants recognize that social skills are important for their children; they have to speak 
English, learn how to communicate in public, learn good manners and to respect others. These 
were skills that participants see as important for the children need to learn while in an ECEs. 
Learning teamwork skills such as play with others and learn to share were important for this 
participants. This demonstrates that Mexican immigrant parents would like that their children 
learn to behave and to respect adults. They also recognize that children have to be organized and 
clean. Mexican immigrant parents rated most belief-rooted statements about what their children 
need from care as important. However, participants express that they would like to know the 
methods used to teach their children, as well as the methods used to apply discipline.  
Notably, in this sample, all mothers, regardless of the child care arrangements they are 
utilizing, including caring for child themselves, expressed the benefits of formal ECEs most 
often cited in the literature (e.g., helping the child to learn English and preparing the child for 
formal school). This suggests that they are getting some messages about child care from the 
context around them. These particular touted benefits are probably salient since they want their 
children to be successful at school and as they become adults. 
Desirable provider characteristics. In the questionnaire, desirable provider 
characteristics were grouped as follows: cultural sensitivity, warmth and respect, parent 
supportive, and professionalism. For a large majority of participants (87%) it is important that 
the provider recognize their culture and traditions. This finding is very important since it implies 
a need among parents for connection with the providers. Parents need information about what to 
expect from providers, just as providers are likely to need information about what immigrant 
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parents expect from them. In other words, they should understand each other, creating a better 
understanding of particular beliefs and childrearing practices. While only 38% of the participants 
said having a Latino provider is important or very important, 50% think it is important to have a 
Spanish speaker who can communicate with parents and children alike. In fact, parents were 
primarily worried about the communication between the provider and the child. Parents know 
they will not always be able to communicate with the providers, as it happens in other settings; it 
is something they cope with every day (Wiley, Raffaelli, Galarza, Tran, Rodriguez, & Lazarevic, 
2010).  
In addition, having the child cared for by a provider who is warm and shows respect is 
important. Participants look for a provider who makes them feel comfortable. Most of all, they 
look for a provider who is responsive to the child’s needs, who makes the child feel comfortable, 
and who shows affection to the child. This is a very important finding since it is culturally 
rooted. Emotion expression and socialization have a strong cultural basis (Eisenberg, 1999). 
Mexican immigrant parents expect the provider to be affectionate to the child. They look for the 
signs of affection with which they are familiar, such as a provider who is hugging or kissing their 
child. Mexican immigrant parents should be informed about ECE practices in the U.S. They 
should know that best practice dictates that providers care for their children by nurturing them 
and attending to their safety, but without a lot of physical contact. If the provider does not hug or 
kiss the child, it is not necessarily a lack of warmth or attributable to discrimination (e.g. because 
the child is Mexican). Mexican immigrant parents need to understand that there are policies and 
practices regarding providers’ behavior, particularly about “physical contact” that ECEs typically 
have in order to avoid child abuse or related misunderstandings. This type of information would 
help to prevent cultural misunderstandings.  
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In addition, participants also value a provider who is friendly to them and those who are 
sources of advice about how to care for their children. This is an important indicator that parents 
recognize they need advice about childrearing practices, since parents are learning to navigate in 
the new culture, particularly learning how to navigate the U.S. educational system. While they 
may be familiar with childrearing conventions from their home culture, these may or may not 
translate. Providers can be a wonderful resource. Participants also value professional and 
trustworthy providers. 
Overall, participants seemed to value all the provider characteristics. Little variation was 
encountered on questions related to warmth, respect, and professionalism. The greater variation 
was in those characteristics related to culture sensitivity. It is important for Mexican immigrant 
parents to have a provider who recognizes their culture and to at least have a provider who 
speaks Spanish. At the same time, they are conscious that it is difficult to find Latinos providers 
in communities since they are new destinations for immigrants.  
Degree of Contact with Persons with Experience or Knowledge about ECEs in the United 
States 
 
Certainly, these Mexican immigrant parents relied on the experiences of other parents 
who already use ECEs. Only 4% of the participants reported that they had no one to talk to about 
ECEs. The vast majority of participants talk to other people about ECEs in the U.S. one or 
several times a year, creating their own ECE networks. Most of the participants talk to others 
about ECEs in Spanish; this is an important finding that shows the need for information in their 
own language in their zone of proximal development (ZPD). Our findings also agree with past 
research that shows that immigrants share information about child care mostly by word of mouth 
(Adams & McDaniel, 2009). In their networks, Mexican immigrants included not only other 
mothers who are knowledgeable about ECEs in the U.S., but also teachers and people who work 
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for the different government agencies they have contacted. Therefore, the context is important 
for this group of Mexican immigrants (e.g., locations, neighborhood) in order to facilitate their 
contact with others and create their networks (Viruell-Fuentes, 2007). 
Mexican immigrant parents (in this sample), lack extensive kin networks and so must 
find or create new networks of support and trusted others. They look for immigrant parents with 
more time in the United States who are willing to share their experiences, helping with 
information regarding ECEs, as well as some shortcuts that may save time and hardship to them. 
To inform the thesis that Mexican immigrants may learn about ECEs via their ZPD, participants 
detailed from whom they would like to have information about ECE. The number one option was 
“from a social worker.” For this group of mothers, social worker referred to someone who works 
for any governmental agency. As interviews were conducted, many mothers commented that 
most of the time “social workers” are the first contact Mexican immigrant families have with the 
American society. Thus, they would most like to learn about ECEs from social workers, then 
from teachers or someone that works at a ECE setting, and last from friends. These persons have 
the opportunity to act as the “U.S.-experienced person,” informing new immigrants, the “foreign-
experienced person,” about programs and services that would educate their children and assist 
the family in navigating the American society in their ZPD. Some of the mothers in the sample 
talk about the “Even Start” program that helped their children to be ready for school, and also 
helped them to integrate into the American society by connecting them to the different services 
and providers in the community. While this program is no longer available in this area, it is an 
example of how immigrant mothers value these ZPD experiences. 
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Relationships among Mexican Immigrant Parents’ Utilization of ECEs, their Beliefs 
Relevant to ECEs Utilization, and their Degree of Contact with Persons with Experience or 
Knowledge about ECEs in the U.S.  
 
The analysis of the bivariate correlations does not showed significant correlations among 
belief about child development and childrearing, and utilization of formal ECEs. However, 
parental decisions about ECE may also take into account provider characteristics that, according 
to parents, may influence child care and education. A bivariate analysis of the impact of 
desirable provider characteristics on ECEs utilization was conducted. The correlation analysis 
exposed that the variables “have a provider who speaks Spanish” and “encourages my child to 
speak Spanish” are negatively significantly correlated to the utilization of formal ECEs. These 
variables, under the category of “culture sensitivity,” reflect the lack of bilingual providers 
(English-Spanish fluent) in the area where this study was done, and the desire of this group of 
Mexican immigrants that their children speak Spanish first and then English.  
One of the participants shared her desire to find a daycare where someone speaks Spanish 
to her child, because her child does not speak English. Most of the participants agreed that it is 
important that the provider encourages their child to speak Spanish, since this group of Mexican 
immigrant mothers commonly expressed that they plan to go back to Mexico in the future, so 
they want their children to be able to communicate in Spanish. Parent supportive variables are 
also negatively correlated to the utilization of formal ECEs. Generally, provider characteristics 
related to culture sensitivity and warmth and respect were significantly correlated to the use of 
formal ECEs.  
Past literature emphasizes the need for more culturally appropriate ECE settings to attract 
Latino parents (Buriel & Hurtado-Ortiz, 2000; Delgado, 2009). These analyses allow us to 
comprehend the differing importance that Mexican immigrant parents give to beliefs and values 
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about child development and childrearing; in particular, the importance they give to the 
providers’ characteristics. This information is valuable for developing practical information 
about ECE, including how ECE influences child development as well as other benefits for the 
child and the family. Additionally, it would contribute to helping to tailor actual information 
about the most important provider characteristics that they have to look for while choosing ECEs 
for their children with a cultural component.  
Relationships between Mexican Immigrant Parents’ Beliefs Relevant to ECEs Utilization, 
and their Degree of Contact with Persons with Experience or Knowledge about ECEs in 
the United States 
 
Several analyses were made regarding the degree of contact with persons with experience 
or knowledge about ECEs and other variables. The variable “number of people you know with 
whom you can talk about ECEs in the U.S.” was positively correlated to the utilization of formal 
ECEs. The same variable was negatively correlated with the composed score for providers 
characteristics related to parent supportive. One possible explanation is that when parents know 
fewer people with knowledge about ECEs in the U.S. they give a higher score to those provider 
characteristics associated to the parent supportive category, since they may need more advice 
from them.  
Learning what to expect from an ECEs (for both parents and children), minimizes their 
culturally-rooted concerns. Overall, the more that Mexican immigrant parents interacted with 
cultural-intermediaries, the more they became aware of the benefits of formal ECEs, and the 
more they considered formal ECEs as a choice. Working with cultural-intermediaries that 
communicate effectively and build rapport with Mexican immigrants would increase the 
enrollment of this group in formal ECEs. Interactions in the zone of proximal development may 
help parents make more informed exchange decisions. 
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Predicting utilization of Formal ECEs and CCCs 
The final set of analyses concerned predicting ECEs utilization. A binary logistic model 
was designed to predict the probability of utilizing formal ECEs. Results show that there are five 
variables that significantly predict utilization. The most significant predictor in the model is the 
child age, as the child age increase also the odds of utilizing formal ECEs also increase. 
Composite variables associated to beliefs relevant to ECE are also significant predictors. The 
odds of utilizing formal ECEs increase when participants give a high score to beliefs associated 
to the acquisition of social skills and to those provider characteristics associated to warmth and 
respect. In contrast the odds of utilizing formal ECEs decrease when participants give a high 
score to provider characteristics associated to culture sensitivity and parent supportive. These 
findings demonstrate that the benefits-costs analysis of this particular group of Mexican 
immigrant mothers is heavier with perceived cultural barriers than with potential benefits of 
formal ECEs.  
Parents evaluate the costs and rewards of the different ECEs. In this exercise, although 
there is a concern about structural barriers, parental beliefs relevant to ECEs utilization are 
salient factors that lead this particular group of families to utilize or not utilize formal ECEs. 
Above all, if there is a better understanding for both providers and families about their 
expectations concerning ECEs in the U.S., the next step is to provide the resources that Mexican 
immigrant families need to access formal ECEs (e.g., subsidies, enough choices and slots).  
Limitations 
This study does have some limitations. This is a unique study examining the ECEs 
utilization among Mexican immigrants in Central Illinois. However, this study has a modest 
sample size. Analyzing the data, little variability was noticed in responses related to the measure 
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of beliefs and values relevant to ECEs among Mexican immigrant parents. If instead of 
indicating the level of importance of each of the items, participants were asked to use a Q sort 
analysis, or simply asked to rank all the items, this issue might be resolved. Another limitation 
also observed in a previous study is the “halo effect” when asking Mexican immigrants about 
their satisfaction with actual situations (Raffaelli & Wiley, 2012). This is something that should 
be explored in future research. Possible reasons are that the living conditions they had in Mexico 
are not comparable with the ones they have in the U.S.  
Therefore, knowing more information about this particular group, including their needs 
and beliefs about the different ECEs, will provide more accurate information to practitioners and 
policy makers about this population.  While the model more generally applies to immigrants 
from any other culture, the particular findings should be extended only with caution. Ultimately, 
the truest test will be if the model can assist professionals to understand the needs and 
considerations of immigrant families, adapt services in ways that meet those needs, and 
communicate effectively that the benefits of formal ECEs outweigh the costs.  
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Chapter Seven: Conclusion 
When immigrants reach their new destination, they bring a wealth of experiences, 
practices, and values; they are already experienced in their culture of origin. Even with a wealth 
of resources and strengths, they face structural and cultural barriers while becoming immersed in 
new communities. In this study, findings demonstrated that Mexican immigrant parents with 
children between the ages of three to five years of age are willing to utilize formal ECEs under 
the right conditions. 
 When these findings are considered in the context of past literature, we must conclude 
that increasing formal ECEs utilization among Mexican immigrants requires first a serious and 
systematic exploration of their needs, strengths, and preferences, and then a concerted effort to 
tailor services and messaging in ways that meet their needs (Wiley & Ebata, 2004).  The ECEs 
decision-making model offers a map that explores the ECEs selection process and effectively 
engages Mexican immigrants in formal ECEs. We believe that more Mexican immigrants would 
choose formal ECEs if practitioners and policy makers developed better methods to inform them 
about the different ECEs, as well as making those ECEs more affordable and accessible for 
them. We conclude that there is a need for trustworthy cultural intermediaries to guide Mexican 
immigrant parents while they are selecting a child care provider. Intermediaries should work 
following the lay worker- or promotora-model that has been shown to have effectiveness in 
health promotion (Eng & Parker, 2002; Rhodes, Foley, Zometa, & Bloom, 2007). Accordingly, 
this group of parents, social workers, friends, teachers, and other immigrants with experience in 
using ECEs in the U.S. should work as intermediaries. One implication of this is that 
professionals must create appropriate information and materials to pass on to a wide variety of 
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key community members who may act as cultural intermediaries. These may include Mexican or 
Latino immigrants who are already taking or have taken part in formal ECEs. 
 Efforts to expand the use of formal ECEs by Mexican immigrants are likely to take place 
in the zone of proximal development by building on existing knowledge, beliefs, and strengths. 
We expect generally that the more Mexican immigrant parents interact with cultural-
intermediaries, the more they will recognize the benefits of formal ECEs, and the more they will 
consider formal ECEs as a choice. These cultural- intermediaries do not necessarily have to share 
a cultural background with the immigrants, but they must be able to communicate effectively, 
preferably in Spanish, and build rapport.  To have credibility, they must exhibit cultural 
sensitivity, particularly with regard to concerns related to childrearing and family values. 
Therefore, encouraging immigrant mothers, in this case Mexican immigrant mothers, to consider 
formal ECEs must begin with an understanding of their culturally-rooted concerns (Child Care 
Bureau, 2004).  
 Formal ECEs in the U.S. must become more culturally welcoming, particularly in rural 
communities where ethnic enclaves do not exist. Extant research with older children in formal 
schooling has demonstrated that a cultural mismatch between home and school is a barrier to 
parent involvement in children’s education (Arias & Morillo-Campbell, 2008). The findings of 
this study suggest that cultural mismatch might be a barrier to utilization of ECEs. Immigrant 
parents note that ECEs staff would not need to be bilingual but should be able to communicate 
effectively about basic issues related to the child’s wellbeing. This might seem a difficult task for 
many rural communities, but Child Care Resource and Referral (CCR&R) staff should consider 
routine professional development opportunities to increase cultural competency and basic 
communication skills for ECEs providers, especially those in non-metropolitan communities 
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with growing immigrant populations. CCR&R staff should also consider making available 
concrete tools such as basic dual-language daily or weekly report sheets to facilitate 
communication and mutual respect between parents and ECEs professionals. 
Given the financial struggles of Mexican immigrant families, it should not come as a 
surprise that cost and availability are their most salient barriers to utilizing formal ECEs. Early 
care and education services should be more affordable and available even in rural communities; 
thus, information focused on Mexican immigrants should emphasize that subsidies exist to make 
high quality formal ECEs available. This population needs information regarding subsidies; for 
example, Spanish versions of forms to be filled out (and Spanish-language assistance for filling 
these out). They also need a clear understanding of what documentation for which they do and 
do not need to be eligible. The next challenge is to have enough available formal ECEs slots of 
the right age range and for the hours needed. When these basic structural needs are met, it is then 
likely that parents will attend to the more subtle cultural issues that also matter to them. 
Mexican immigrant families encounter numerous difficulties in accessing formal ECEs, 
including language barriers, distances, and costs. However, this study shows us that they are on 
track; at least by age five, most children are in formal ECEs. Increased attention by researchers, 
policymakers and child care professionals can only continue this important trajectory, benefitting 
the children of immigrants (who will most likely grow up to be U.S. citizens) and promoting the 
social integration and economic stability and mobility of their families.  
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Appendix B: Interview Protocol 
 
 
UTILIZATION OF EARLY CARE AND EDUCATION SERVICES AMONG MEXICAN IMMIGRANT  
FAMILIES  
 
 
 
This survey is designed to examine the utilization of child care services, for children between 3 and 5 years old, 
among Mexican Immigrant families living in Central Illinois.  
 
As we go through the interview, I will be writing down your answers. If you don’t understand a question, or are not 
sure how to answer it, please let me know. Not all of the questions will apply to you; if a questions does not apply to 
you just let me know. There are no right or wrong answers to any of the questions; we are just interested in your 
opinions and experiences. Remember, you do not have to answer any questions that you feel are too personal: Just 
say “pass” if you do not feel comfortable answering a particular question. 
 
Your privacy will be strictly protected. Only your secret ID number will appear on this survey.   
 
 
 
 
 
Date of Interview: 
Month ______________ 
Day _______________ 
Year 2011 
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I’d like to start by learning a little bit about the people who live in your household. 
 
 
 
 11. What is your current marital status?  
 1 = Single 
 2= Committed relationship 
 3 = Married 
 4 = Divorced 
 5 = Separated 
 6 = Widowed 
Details: ____________________________________________________________ 
LANGUAGE 
Now I’m going to ask you some questions about language use. 
Person/relationship to 
respondent (e.g., son, spouse) 
Gender Date of 
birth 
(Age) 
Birthplace 
(state/country) 
Year moved to 
U.S. (if non US 
born) 
Year moved to 
Central IL 
1. You (Respondent) M  /  F     
2. M  /  F     
3. M  /  F     
4. M  /  F     
5. M  /  F     
6. M  /  F     
7. M  /  F     
8. M  /  F     
9. M  /  F     
10. M  /  F     
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12. In general, what language do you read and speak? 
 1 = Only Spanish 
 2 = Spanish better than English 
 3 = Both equally 
 4 = English Better than Spanish 
 5 = Only English 
 
13. What language do you usually speak at home? 
 1 = Only Spanish 
 2 = Spanish better than English 
 3 = Both equally 
 4 = English Better than Spanish 
 5 = Only English 
 
14. In what language do you usually think?  
 1 = Only Spanish 
 2 = Spanish better than English 
 3 = Both equally 
 4 = English Better than Spanish 
 5 = Only English 
 
15. What language do you usually speak with your friends? 
 1 = Only Spanish 
 2 = Spanish better than English 
 3 = Both equally 
 4 = English Better than Spanish 
 5 = Only English 
 
16. Would you say you can carry on a conversation in English, both understanding and speaking:  
 1 = Not at all 
 2 = Just a little 
 3 = Pretty well 
 4 = Very well 
 
17. Would you say your partner can carry on a conversation in English, both understanding and speaking:   
 1 = Not at all 
 2 = Just a little 
 3 = Pretty well 
 4 = Very well 
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EMPLOYMENT & EDUCATION 
I’m going to ask you some questions about your educational and employment experiences. 
 
18. Did you attend school? 
1 = Yes (In what country? __________________)  
2 = No 
 
19. How many years of school have you completed? _______ [If less than 6 years, go to question 16] 
(If participant attended school in Mexico, ask 20a., in USA ask 20b.) 
20a. What is the highest degree you obtained?  
 1 = Elementary School 
 2 = Middle School 
 3 = High School Diploma/GED 
 4 = Associate’s Degree 
 5 = BA/BS (4-year college) 
 6= MA/MS (master’s degree 
 7 = Ph.D./J.D./M.D. (graduate degree) 
 
20b. What is the highest degree you obtained?  
 1 = Elementary School 
 2 = Middle School 
 3 = High School Diploma/GED 
 4 = Associate’s Degree 
 5 = BA/BS (4-year college) 
 6= MA/MS (master’s degree 
 7 = Ph.D./J.D./M.D. (graduate degree) 
 
21. Which of the following best describes your employment situation? 
 1 = Work full-time (40+ hours/week) for wages 
 2 = Work part-time by choice  
 3 = Work part-time but want full-time work  
 4 = Not working -- choice (e.g., homemaker, student, retired)  
 5 = Not working -- NOT by choice (am unemployed)  
 
22. If you are working, what is the zip code of the place where you work? 
  
 Zip code ______________ 
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23. Please tell me your job title and give me a brief description of what your duties are at work and your job 
schedule.  
 
  Job (a)                 Job title/Description of duties (b)                               Work schedule (c) 
 
1. _____________________________________________________________________________ 
 
2.   ______________________________________________________________________________ 
 
3.   ______________________________________________________________________________ 
 
Now I’m going to ask you the same questions about your spouse/partner. 
 
24. Did your partner attend school? 
1 = Yes (In what country? __________________) 
2 = No 
 
25. How many years of school has your spouse/partner completed? _______ [If less than 6 years, go to question 21] 
(If partner attended school in Mexico, ask 26a., in USA ask 26b.) 
26a. What is the highest degree your spouse/partner obtained?  
 1 = Elementary School 
 2 = Middle School 
 3 = High School Diploma/GED 
 4 = Associate’s Degree 
 5 = BA/BS (4-year college) 
 6= MA/MS (master’s degree 
 7 = Ph.D./J.D./M.D. (graduate degree) 
 
26b. What is the highest degree your spouse/partner obtained?  
 1 = Elementary School 
 2 = Middle School 
 3 = High School Diploma/GED 
 4 = Associate’s Degree 
 5 = BA/BS (4-year college) 
 6= MA/MS (master’s degree 
 7 = Ph.D./J.D./M.D. (graduate degree) 
 
27. Which of the following best describes your partner’s employment situation? 
  1 = Works full-time (40+ hours/week) for wages] 
  2 = Works part-time by choice  
  3 = Works part-time but want full-time work 
  4 = Not working by choice (e.g., homemaker, student, retired)  
  5 = Not working but NOT by choice (is unemployed)  
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28. If your partner is working, what is the zip code of the place where he/she works? 
 Zip code ____________________ 
 
 
29. Please tell me your partner’s job title and give me brief descriptions of what his/her duties are at work and 
his/her job schedule.  
 
 
         Job(a)                 Job title/Description of duties(b)                                   Work schedule(c) 
 
1. ___________________________________________________________________________________ 
 
2.   ____________________________________________________________________________________ 
 
3.   ____________________________________________________________________________________ 
 
 
FAMILY FINANCES 
 
We want to understand how Latino families survive financially in Central Illinois. I am going to ask some questions 
about your family finances.  
 
30. Select the statement that best describes your family's financial situation: [Read each response; circle one] 
 1 = Not enough for basics, struggling each month 
 2 = Meeting only basic needs 
 3 = Financially adequate, but little savings or investment possible 
 4 = In good financial condition 
 
31. Many people get money to live on in more than one way. Please look at this list and tell me your family’s 
sources of income?  
 1 = Wage or salary from own job(s) 
 2 = Wages or salary from partner’s job(s) 
 3 = Wages or salary from children 
 4 = Friends/other family members 
 5 = Child support (e.g., from ex-spouse) 
6 = Government assistance -- e.g., AFDC (Aid to Families with Dependent Children) /LINK card 
 7 = Unemployment insurance/Worker’s compensation/long-term disability 
 8 = Savings 
 9 = Other (Specify :____________________________________________________) 
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32. Describes your household income including from all sources (what you actually get) ___________ (Per week, 
month…) (Interviewer: Select the number that represents the monthly income) 
 1  = Less Than $835 5  = $2,085 - $2,500 9  = $3,750 - $4,170 
 2  = $835 - $1,250 6  = $2,500 - $2,950 10 = $4,170-$4,585 
 3  = $1,250 -  $1,670 7  = $2,950 - $3,350 11 = $4,585-$5.000 
 4  = $1,670 - $2,085 8  = $3,350 - $3,750 12 = Over $5,000 
 
COMMUNITY CONNECTIONS 
33. How many adult relatives and in-laws do you have who live nearby (within walking distance)?  ________ 
 
34. How many adults, other than relatives/in-laws, do you know in your neighborhood?  ________ 
35. Would you say that your neighborhood has: [READ ANSWERS, circle one] 
1= Few Latino/Hispanic residents 
2= Some Latino/Hispanic residents 
3= Mostly Latino/Hispanic residents 
4= All Hispanic/Latino residents 
 
36. Do you own a car or have access to a vehicle? 
1 = Yes  
2 = No 
 
 
 
37. If you do not have a car, what do you use for transportation? 
1 = Family or friends drive me where I need to go 
2 = Bus   
3 = Cab    
4 = Bicycle     
5 = Walk    
6 = Other _____________________________________________________ 
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 EARLY CARE AND EDUCATION SERVICES 
 
Code Provider type 
1= M Mother  
2=P Spouse / Partner  
3=BS Child’s Brother/Sister (under 18) Age _____ 
4=AR Adult relative (over 18) in their home        
4a=AR-H Adult relative (over 18) in your home        
5=FNB Friend/neighbor/babysitter in their home       
5a=FNB-H Friend/neighbor/babysitter in your home  
6=CCC Child care center 
7=CCH Child care home (several unrelated children) 
 8=Other Other, specify:  
   
38. Did you utilize child care services in your home country? 
1 = Yes 
2 = No (Select the child closes to 5 and go to question 41 ) 
 
39. What type of child care did you use in your home country? 
 
40. How was your experience with it?  
 
    
Now, I will ask you some questions about the care of your children. To answer the next 
questions, focus on your child who is closest to age 5. 
 
Child:  ___________________________         Age ________________ 
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 UTILIZATION:  Who actually cares (d) for your child(ren)? 
 
  
Morning           
(6am - 2pm) 
Afternoon       
(2pm - 6 pm) 
Evening                              
(6 pm - midnight) 
Overnight         
(midnight - 6 am) 
Monday          
Tuesday           
Wednesday          
Thursday          
Friday          
Saturday          
Sunday          
Provider type 1=M 2=P 3=BS 4=AR 4a=AR-H 5=FNB 5a=FNB-H 6=CCC 
 
7= 
CCH 
41. Total hours 
per week (to fill 
by the 
interviewer)                 
 
42. Cost per hour 
(to fill by the 
interviewer)                 
 
Cost per unit 
Unit: _________   
                                                      
 
43. Get subsidy? 
1=Yes   2=No                 
 
44. Who pays for 
CC?                 
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BARRIERS TO FORMAL CHILD CARE 
45. To what extent is cost a barrier for you to use a Child Care Center? 
a. Not at all 
b. Just a little 
c. Somewhat 
d. A lot 
 
46. How much could you afford to pay for a child care center? 
__________________________ 
47. To what extend is transportation a barrier for you to use a Child Care Center? 
a. Not at all 
b. Just a little 
c. Somewhat 
d. A lot 
 
48. To what extend is language a barrier for you to use a Child Care Center? 
a. Not at all 
b. Just a little 
c. Somewhat 
d. A lot 
 
49. To what extend is cost a barrier for you to use a Child Care Home? 
a. Not at all 
b. Just a little 
c. Somewhat 
d. A lot 
 
50. How much could you afford to pay for a child care home? 
 ______________________ 
51. To what extend is transportation a barrier for you to use a Child Care Home? 
a. Not at all 
b. Just a little 
c. Somewhat 
d. A lot 
 
52. To what extend is language a barrier for you to use a Child Care Home? 
a. Not at all 
b. Just a little 
c. Somewhat 
d. A lot 
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CHILD CARE PREFERENCES 
 
I would like to know how satisfied you are with the actual ECEs you have and if you want to make some 
changes.  
53. Is your partner taking care of your child? 
1 = Yes (Go to question 54) 
2 = No (Go to question 55) 
 
54. Would you like your partner to care for your child 
1= Not at all 
2= Less  
3= The same  
4= More 
 
55. If your partner does not care for your child, would you like him to take care of him/her? 
1= Yes 
2= No 
 
56. Is your son/daughter under 18 taking care of your child? 
1 = Yes (Go to question 57) 
2 = No (Go to question 58) 
 
57. Would you like your son/daughter under 18 to care for your child 
1= Not at all 
2= Less  
3= The same  
4= More 
 
58. If your son/daughter under 18 does not care for your child, would you like him to take care of him/her? 
1= Yes 
2= No 
 
59. Is an adult relative taking care of your child? 
1 = Yes (Go to question 60) 
2 = No (Go to question 61) 
 
60. Would you like your adult relative to care for your child 
1= Not at all 
2= Less  
3= The same  
4= More 
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61. If your adult relative does not care for your child, would you like him to take care of him/her? 
1= Yes 
2= No 
 
62. Is a friend/neighbor/baby sitter taking care of your child? 
1 = Yes (Go to question 63) 
2 = No (Go to question 64) 
 
63. Would you like your friend/neighbor/baby sitter to care for your child 
1= Not at all 
2= Less  
3= The same  
4= More 
 
64. If your friend/neighbor/baby sitter does not care for your child, would you like him to take care of 
him/her? 
1= Yes 
2= No 
 
65. Is your child enrolled in a child care center? 
1 = Yes (Go to question 66) 
2 = No (Go to question 67) 
 
66. Would you like having your child cared for in a child care center? 
1= Not at all 
2= Less  
3= The same  
4= More 
 
67. If your child is not care for in a child care center, would you like him to be? 
1= Yes 
2= No 
 
68. Is your child enrolled in a child care home? 
1 = Yes (Go to question 69) 
2 = No (Go to question 70) 
 
69. Would you like having your child cared for in a child care home? 
1= Not at all 
2= Less  
3= The same  
4= More 
 
70. If your child is not cared in a child care home, would you like him to be? 
1= Yes 
2= No 
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71. Are you satisfied with the type of arrangements you have? Explain 
________________________________________________________________________________________
________________________________________________________________________________________
________________________________________________________________________________________
________________________________________________________________________________________ 
 
VALUES ABOUT THE CARE YOUR CHILD RECEIVES  
How important is it to you, that the care your child receives from others besides you: 
 
Cognitive development Insignificant 
Somewhat 
insignificant 
Neither Important 
Very 
important  
72. prepare the child 
for school           
73. teach the child English           
74. teach the child basics 
like shapes and colors           
75. focus on learning and 
not on playing           
 
 
Social development Insignificant 
Somewhat 
insignificant 
Neither Important 
Very 
important  
76. help the child to make 
friends           
77. teach the child how to 
communicate in public           
78. encourage the child 
how to work and play with 
other children           
79. encourage the child to 
share toys with others 
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Discipline Insignificant 
Somewhat 
insignificant 
Neither Important 
Very 
important  
80. teach the child to 
follow rules           
81. teach the child good 
manners           
82. teach the child to 
respect adults           
83. teach the child to be 
organized and clean           
84. encourage the child to 
share toys with others           
-Other. Specify:           
How important is to have my child care by a provider who: 
Culturally sensitive Insignificant 
Somewhat 
insignificant 
Neither Important 
Very 
important  
85. Is Latino            
86. Speaks Spanish (non-
Latino but bilingual)           
87. Encourage my child to 
speak Spanish           
88. Understands my culture           
89. Is aware of my traditions           
 Warm and responsive to the 
child 
Insignificant 
Somewhat 
insignificant 
Neither Important 
Very 
important  
90. Is responsive and 
sensitive to my child’s needs           
91. Shows affection to my 
child            
92. Makes my child  feel 
comfortable           
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Parent-supportive Insignificant 
Somewhat 
insignificant 
Neither Important 
Very 
important  
93. Makes me feel 
comfortable           
94. Is friendly to me           
95. Give parents advice about 
caring for our children           
 
Professional and reliable Insignificant 
Somewhat 
insignificant 
Neither Important 
Very 
important  
96. Keeps my child safe           
97. Is a trustworthy person           
98. Is trained to take care of 
my child            
99. Has first aid training           
100. Does not use physical 
punishment           
101. Provides care in a 
comfortable and clean area           
 
DEGREE OF CONTACT WITH PERSONS WITH EXPERENCE WITH OR 
KNOWLEGEABLE ABOUT ECEs IN THE UNITED STATES OR IN THEIR 
COUNTRY OF ORIGIN 
 
This section contains questions about people/agencies that Latino immigrant mothers might 
contact to obtain information about child care services. I am going to ask you for more details 
about the most knowledgeable person you talk to about child care issues. 
72. With whom you usually talk about your child care? 
_______________________________________________________ 
73. What kind of information you ask for? 
_______________________________________________________ 
 
74. How many people (with knowledge about child care) do you know with whom you can  
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talk about ECEs in the United States? _________________________ 
 
Now, I am going to ask you for more details about those persons that you talk to about ECEs  
in the United States. 
  
75. What best describe the three persons you talk to most about ECEs? 
 
  P1 P2 P3 
1= My Mother        
2=A relative       
3=A friend with a child currently 
or formerly receiving ECEs       
4=A friend that knows someone 
who has a child in an ECEs setting       
5=Someone I met in church       
6=A person who works in an 
ECEs setting       
7=A person who works for an 
agency       
 
76. How often have you talked to someone about child care services in the United States?   
 
Frequency P1 P2 P3 
Never or not at all       
Once or several times a year       
One to three times a month       
About once a week or more often       
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77. In which language do you communicate with this person? 
 
Frequency 
P1 P2 P3 
English Spanish English Spanish English Spanish 
Most of the time             
Often             
Sometimes             
Very rarely             
Never             
 
78. What kind of information did this person give to you? 
 
Information P1 P2 P3 
Types of child care       
Locations       
Schedules       
Prices       
Subsidies       
The importance of ECEs for child 
development       
 How ECEs prepare children for 
school       
Other ______________ 
       
 
79. Would you like to have information about ECEs?   
1. Yes. From whom: ____________________________ 
2. No 
 
80. What things about child care would you like to learn? 
_____________________________________________________________ 
 
 
92 
_________________________________________________________________ 
COST AND REWARDS OF CHILD CARE 
In this section I will ask you to recognize the benefits and cost of the different options of child care. 
Please fill each box, for each type of care: 
Child Care Home Child Care Center 
Benefits / Rewards Costs Benefits / Rewards Costs 
        
 
Partner / Relatives Friends / Babysitter 
Benefits / Rewards Costs Benefits / Rewards Costs 
        
 
To finish this interview, I would like to ask you some questions, to know if you provide child care to other children. 
81. Are you providing care to children other than yours? 
a. Yes.  Go to next question. 
b. No.   The end  
 
82. How many children? 
 
83. How much do you charge? 
 
84. Do you accept subsidies?  
 
THANK YOU!!!! 
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Appendix C: Informed Consent Form 
 
 
 
 
 
CONSENT FORM 
 
 
Maria Galarza, a PhD student in the department of Human and Community Development at the 
University of Illinois, invites you to take part in a University of Illinois research project called 
"UTILIZATION OF EARLY CARE AND EDUCATION SERVICES AMONG MEXICAN 
IMMIGRANT FAMILIES." This study is conducted under the direction of the professor Angela 
Wiley, from the department of Human and Community Development at the University of 
Illinois. This letter tells you what the project is about so you can decide whether or not you want 
to be involved. Those who are part of the project must be a Mexican immigrant mothers, at least 
18 years old, and have one or more children between 3 and 5 years old. 
 
If you want to participate, you will take part in an interview that will last between one and two 
hours. The interview will take place at your home or another location that you choose. The 
interviewer main purpose is to learn about the care and early education that your children 
receive. 
 
Risks and Benefits 
 
There are no risks beyond those of everyday life to the participants in this project. If you do not 
want to answer any of the questions in the interview, you may skip them. For example, in the 
first section we ask you detail information about the people living in your house, if you don’t feel 
comfortable giving their names just don’t do it, we are interested in their demographics more 
than in their names. You can even withdraw from the project if you decide you no longer want to 
participate. The interviewer will not ask you about your documentation status or to show any 
form of identification during the project. The results of this project will be used to help make 
existing programs better and develop new programs for immigrant families.  
 
Privacy 
 
Your privacy is very important to us, and we will take steps to protect the information you share. 
You will be assigned a secret ID number that will be used to keep track of your answers without 
your using your name or any information that might identify you. Only senior project staff will 
have access to a list linking your name and ID number. This list will be destroyed after the 
project is over. All answers and information will be kept in a secure place that is accessible only 
to the project staff. Answers and information will be combined for all reports so that no 
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individuals will be identified. The only exception to confidentiality concerns the abuse or 
maltreatment of children. Researchers are mandated to report this. 
 
Your right to ask questions 
 
If you would like to ask questions about the project before agreeing to participate, call  
the Project Coordinator: Maria Galarza 
Email: galarza@illinois.edu. Phone number: (217)778-3028. 
 
You may also contact the Responsible Project Investigator (RPI): Professor Angela Wiley. 
Email: awiley@illinois.edu. Phone number: (217)265-5279. 
 
If you have any questions about your rights as a participant in this study or any concerns or 
complaints, please contact the University of Illinois Institutional Review Board at 217-333-2670 
(collect calls will be accepted if you identify yourself as a research participant) or via email at 
irb@illinois.edu. 
 
 
 Freedom to stop 
 
You are free to decide whether or not to participate in this project. You may also end your 
participation at any time. Your participation is voluntary and your decision will not negatively 
affect your relationship with the researchers or the University of Illinois at Urbana-Champaign. 
Your decision will not result in any loss of benefits which you might otherwise receive. 
 
Consent 
 
Your word or your signature demonstrates that you understand the information in this letter and 
want to be part of this research project.  
 
 
Name: ________________________________________________ 
 
 
Signature: _____________________________________________ 
 
 
Signature of interviewer: __________________________________ 
 
 
 
 
 
 
